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ABSTRACT 
Research shows that the Technical and Vocational Education and Training (TVET) 
college sector in South Africa is highly inefficient in terms of student achievement with 
low certification rates. Effective leadership is increasingly being regarded as essential 
for successful student achievement at all educational institutions, including TVET 
colleges. Accordingly, this mixed method study sought both to identify the leadership 
development needs of campus managers and to explore how the leadership 
development of campus managers may be strengthened to ultimately improve student 
achievement at the TVET colleges in Mpumalanga province, South Africa. 
The conceptual framework of the study was based mainly on the work of Bush (2008a), 
Slater and Nelson (2013), and Pont, Nusche and Moorman (2008a) which provided 
the lens through which the leadership development of campus managers was studied. 
The leadership development needs of campus managers were grounded in the core 
leadership roles as identified by Cotton (2003), Hallinger (2003), Leithwood, Louis, 
Wahlstrom and Anderson (2004), and Marzano, Waters and McNulty (2005). In order 
to effectively answer the research question and realise the research objectives, the 
researcher decided to use a mixed methods approach. The researcher used a 
sequential explanatory design with the collection and analysis of the quantitative data 
(Phase 1) being followed by the collection and analysis of the qualitative data (Phase 
2). The researcher ensured that the approach used in each phase was aligned to their 
respective paradigms which strengthened the rigour of each approach and, hence, 
enhanced the validity of the mixed method study.  
During Phase 1 a self-developed and pilot-tested questionnaire was used to carry out 
a census of the entire academic population (394 respondents) of all 16 TVET college 
campuses in Mpumalanga province. The research items focused on which leadership 
practices of campus managers required development as well as which leadership 
development strategies from the categories informal, formal and experiential 
development, were perceived to be important for the development of campus 
managers. The data from Phase 1 was analysed using the Statistical Programme for 
the Social Sciences 25.0. 
During Phase 2 six purposely selected campus managers, a subset from the larger 
sample used in Phase 1, were interviewed. These semi-structured interviews, which 
v 
comprised questions informed by the data from Phase 1, the conceptual framework 
underpinning the study as well as the research question, sought to increase the 
breadth, depth, and richness of the data from Phase 1. Coding was used to analyse 
the qualitative data obtained from the interviews.   
The data from Phase 1 and Phase 2 was then integrated in order to provide a 
comprehensive and rich explanation of the outcomes and implications of the study. 
The findings suggest that the leadership capacity of campus managers was perceived 
to be mediocre, thus pointing to a definite need for leadership development especially 
in the area of instructional leadership. The study also found that leadership 
development opportunities for campus managers were almost non-existent or, at best, 
severely limited. In the few instances in which they did occur, they were uncoordinated, 
of poor quality, lacking funding, and did not add much value. Hence, the researcher 
robustly argues for the development of a national leadership framework as a basis for 
a coordinated and high-quality leadership development system for campus managers 
in TVET colleges in South Africa. This framework should take into account that the 
leadership development of campus managers works most effectively if various forms 
of leadership preparation are carefully integrated. Linked to the framework, the 
Department of Higher Education and Training (DHET) should establish a set of 
professional standards specifically for campus managers which should spell out clear 
expectations in respect of what campus managers need to know and do in order to 
improve student performance. In addition, the establishment of a national institute for 
TVET colleges was highly recommended as it is regarded as an effective way to 
enhance the coordination, structure, quality and funding of leadership development 
programmes for TVET managers.  
The study culminates in the design of a leadership development model which 
integrates the recommendations proposed and provides a visual representation of the 
critical strategies necessary for the development of TVET campus managers in 
Mpumalanga province, South Africa. The model, underpinned by a national 
framework, is based on ten strategies, namely; induction, identification of training 
needs, mentoring and coaching, communities of practice, networking, staff wellness, 
experiential development, licensure, national institute, and leadership qualification.  
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CHAPTER ONE 
INTRODUCTION AND CONCEPTUALISATION OF THE PROBLEM 
 
1.1 INTRODUCTION 
The Technical and Vocational Education and Training (TVET) college sector in South 
Africa is highly inefficient in terms of student achievement with low certification rates 
(Adams, 2011; Cloete, Perold, & Papier, 2012; Department of Higher Education and 
Training [DHET], 2013; Mgijima, 2014; Mokone, 2011; Nzimande, 2016). Effective 
leadership is increasingly being regarded as essential for successful student 
achievement at all educational institutions, including TVET colleges (Balkrishen & 
Mestry, 2016; Bush, 2008a; DHET, 2015; Leithwood, Louis, Wahlstrom, & Anderson, 
2010; Shelton, 2011; Simkins, 2005). Hence, a systemic model to develop and 
improve the leadership skills of TVET college campus managers is imperative as 
effective leadership is a powerful way of driving improvements in the overall quality of 
the TVET system (Balkrishen & Mestry, 2016; DHET 2015; Field, Musset, & Alvarez-
Galvan, 2014). Accordingly, this mixed method study sought both to quantitatively 
identify the leadership development needs of campus managers in TVET colleges in 
Mpumalanga province, South Africa, and to qualitatively explore how the leadership 
capacity of campus managers may be developed with the ultimate aim of improving 
student achievement in TVET colleges.  
 
Governments throughout the world are investing substantial financial resources in 
educational leadership development because they believe that it will produce more 
efficient leaders and more effective educational institutions (Bush, 2008a; Pont, 
Nusche, & Moorman, 2008a). Since the advent of democracy in 1994, the TVET sector 
in South Africa has undergone significant reforms including policy changes, increased 
student enrolment, and increased funding (Wedekind, 2010). However, despite these 
reforms, the quality of student achievement in TVET colleges remains very poor 
(Adams, 2011; Cloete et al. 2012; DHET, 2013; Mgijima, 2014; Mokone, 2011; 
Nzimande, 2016). 
 
At the time of the study the researcher had been a senior manager in TVET colleges 
in Mpumalanga province and was in this position since the inception of the restructured 
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TVET sector in 2003. In 2015 the researcher carried out a quantitative study 
(Balkrishen, 2015) which identified successful leadership roles and practices of TVET 
college campus managers as critical factors that improved student achievement in 
TVET colleges in Mpumalanga province, South Africa. The findings from the study 
were congruent with what the researcher had experienced regarding the leadership 
role of campus managers. The study suggested that campus managers play an 
important role in impacting on the quality of teaching and learning and student 
achievement (Balkrishen, 2015). One of the findings from the study indicated that, 
while the majority of campus managers were highly committed and always busy, it 
appeared that they lacked the leadership skills that were needed to enhance the 
quality of teaching and learning required for high student performance in TVET 
colleges (Balkrishen, 2015, p. 140). This study is an extension of the study that the 
researcher conducted in 2015 (Balkrishen, 2015) and which prompted the researcher 
to explore the leadership development needs of campus managers. 
 
The overarching focus of educational institutions, such as schools and colleges, 
remains that of improving student achievement (Kiat, Heng, & Lim-Ratnam, 2017). 
Leithwood, Louis, Wahlstrom and Anderson (2004, p. 18) list various factors that affect 
student achievement including socio-economic factors, district support, and quality of 
instruction. In addition, Yu (2015) found that, for college students, the quality of 
schooling received by the student before entering the TVET college as well as the 
student support services provided by TVET colleges are also important factors that 
affect student achievement in TVET colleges. Notwithstanding these factors, a 
significant body of literature supports the contention that one of the most important 
factors that influence student achievement in educational institutions is leadership 
(Balkrishen & Mestry, 2016; Bush, 2008a; DHET, 2015; Leithwood et al., 2010; 
Shelton, 2011; Simkins, 2005). Consequently, improving the capacity of campus 
managers through leadership development interventions is imperative in order to 
ultimately improve teaching and learning and, hence, student academic achievement 
in TVET colleges (Bush, 2008a; Slater & Nelson, 2013; Pont et al., 2008a).  
 
In order to situate this study in a broader context, the researcher took into 
consideration that transactional, philosophical driven educational policies assume that 
changes in roles and responsibilities, available resources and expertise can have a 
3 
 
positive impact on teaching and learning in any educational institution (Brauckmann & 
Swartz, 2014). This research study is grounded in the educational leadership theory 
that states educational leaders, such as campus managers, may make a difference to 
student achievement (see, for example, Leithwood, Day, Sammons, & Hopkins, 2006; 
Robinson, 2011). Although this study is embedded in the wider theme of the 
professional development of campus managers, which encompasses administration, 
management and leadership (Bush, 2004; Slater & Nelson, 2013), nevertheless, it 
specifically targets the sphere which addresses leadership development and focuses 
on campus managers at TVET Colleges. At the time of the study, in South Africa, there 
were no national professional development programmes dedicated to the training of 
campus managers (Nzimande, 2016; Robertson, 2015).   
 
In simple terms, the aim of leadership development of campus managers is to produce 
more effective campus managers (Bush, 2008a) who will be able to contribute towards 
improving the levels of student achievement (Leithwood, et al., 2010). However, there 
is little empirical data on TVET colleges and leadership development programmes 
implemented in these colleges (Balkrishen & Mestry, 2016; Darling-Hammond, 
LaPointe, Meyerson, Orr, & Cohen, 2007; Gewer, 2010). This mixed methods study 
will investigate the leadership development needs of campus managers through the 
lens of the core leadership roles identified by Cotton (2003), Hallinger (2003), 
Leithwood et al. (2004), Marzano, Waters and McNulty (2005) and then explore how 
formal, informal and experiential leadership development interventions (Bush, 2008a; 
Slater & Nelson, 2013; Pont et al., 2008a) may assist in addressing the leadership 
development needs of campus managers in Mpumalanga province, South Africa.  
It is important to understand the background to the TVET college sector so that the 
leadership development of campus managers may be viewed within this context.  
 
1.1.1 Programmes offered at TVET colleges  
The majority of the programmes offered by TVET colleges fall within the Further 
Education and Training (FET) band of the National Qualification Framework (NQF) 
(Balkrishen, 2015; Republic of South Africa [RSA], 2008). Although the TVET sector 
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is complex and diverse, TVET colleges offer five main types of programmes (Pienaar, 
Venter, Govender, & Jitsing, 2016) which are briefly described in Table 1.1. 
Table 1.1. TVET college programmes and brief course descriptions 
COURSE TYPE/NAME  DESCRIPTION/DEFINITION  
Report 191 or National 
Accredited Technical 
Education Diploma 
(NATED). 
National Accredited Technical Education Diploma (NATED) was historically the flagship 
programme of the TVET sector and acted as the theoretical component of the artisanal 
training system for apprentices employed by private sector firms.  
National Certificate 
Vocational (NCV)  
National Certificate Vocational (NCV)) programmes integrate theory and simulated 
practical training. They are designed to provide students with a broad range of knowledge 
and practical skills within specific disciplines. 
Learnerships  Learnerships are structured programmes that combine theoretical knowledge with 
simulated practical workplace experience leading to a qualification registered on the NQF. 
National Higher Certificate  These are offered by colleges in partnership with higher education institutions.  
Skills programmes  Skills programmes are short courses based on a cluster of unit standards, and offered to 
build specific skills and competencies. 
Source: Pienaar et al. (2016)  
Of the list of TVET programmes described in Table 1.1, the majority of students in 
TVET colleges are enrolled in the Report 191 and NCV programmes (DHET, 2018). It 
is imperative that the programmes offered by TVET colleges are relevant and 
responsive to the needs of the labour market. Accordingly, before any programme is 
offered at a TVET college, it must first be approved by the college council – the 
structure which is responsible for the governance of the college.   
1.1.2 Governance of TVET colleges 
Governance at the TVET colleges involves establishing the conditions for college 
management and holding such management to account (McCaffery, 2010). In terms 
of mandatory governance structures, every TVET college is required to establish a 
college council, a student representative council and an academic board (RSA, 2012). 
The separation of roles and responsibilities between the college council and the 
college management is clearly articulated in the Further Education and Training 
Colleges Amendment Act No. 3 of 2012 (RSA, 2012). The management staff of the 
college are responsible for the day-to-day operations of the college while the college 
council is tasked with performing an oversight role (RSA, 2012). One of the priority 
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tasks of the college council is to develop a strategic plan with certification rate targets 
which the management staff of the college are accountable for achieving. 
1.1.3 Management staff of TVET colleges 
The principal, two deputy principals and a chief financial officer comprise the senior 
management staff complement at a TVET college. The principal is the accounting 
officer who is invested with the authority required to perform all administrative 
functions (RSA, 2012). Campus managers report either directly or indirectly to the 
accounting officer of the TVET college. Campus managers, similar to school 
principals, are based on the TVET college campuses and are responsible for teaching 
and learning and student achievement. Prior to 2003, before the merger of campuses 
into colleges, the campus manager was known as the principal.  
This brief introduction of the research problem is followed by a detailed description of 
the background to and the context of the study. 
 
1.2 BACKGROUND TO THE PROBLEM 
According to the United Nations Educational, Scientific and Cultural Organisation 
(UNESCO), skills development through TVET colleges in the interests of reducing 
poverty has become a worldwide phenomenon and governments are expected to 
place greater emphasis on funding and policy changes in order to improve the 
efficiency of TVET colleges (King, 2011). South Africa, which is experiencing high 
levels of poverty, unemployment, and inequality, is also affected by this phenomenon 
(Collins, 2015; DHET, 2013; Rasool & Mahembe, 2014; Reddy, Bhorat, Powell, Visser, 
& Arends, 2016). Consequently, the South African government has been developing 
an education and training system to meet the needs of a developmental state in order 
to address these challenges (DHET, 2013; Rasool & Mahembe, 2014). According to 
Statistics South Africa (STATSSA), in the last quarter of 2018 the unemployment rate 
of youth in the 20 – 24 year age cohort was 49% (STATSSA, 2018). It is argued that 
TVET colleges are uniquely positioned to provide unemployed youth with intermediary 
and higher level education and training that may lead directly into employment, 
provided that the education and training is of high quality and is relevant and 
responsive to the needs of employers (Field et al., 2014; Leigh & Gill, 2007; Rasool & 
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Mahembe, 2014). Consequently, considerable resources have been allocated to 
TVET colleges in South Africa. The increase in bursary allocations for students at 
TVET colleges from R300 million in 2010 to R2 billion in 2015 is one such example 
(RSA, 2013, DHET, 2016). However, despite these increases in resources, the 
average certification rate of programmes at TVET colleges still remains below 50%, 
as depicted in Table 1.2. Darling-Hammond, Jaquith and Hamilton (2012) argue that 
as these performance assessments are based on national standards, they are highly 
credible and leave less room for disagreement and contestation.  
Table 1.2. TVET college certification rates from 2013 to 2016 
Qualification 
Category 
Certification 
Rate 2013 
Certification 
Rate 2014 
Certification 
Rate 2015 
Certification 
Rate 2016 
Report 191 N3 40% 53% 49% 59,4% 
Report 191 N6 36% 41% 42% 64,8% 
NCV Level 4 37% 31% 32% 41,5% 
Average 37% 42% 42% 49% 
Source: Adapted from DHET (2018), DHET (2016) and DHET (2014) 
The Report 191 programmes, which are also referred to as the Nated (N) programmes, 
are offered at levels N1 to N6 in engineering related programmes and at levels N4 to 
N6 in business related programmes. Accordingly, the certification rates of the Report 
191 N3 in Table 1.2 refer to the programme on N3 level while Report 191 N6 refers to 
the programme on N6 level. One of the main reasons given for the poor student 
performance in Report 191 programmes is the lack of practical training which would 
allow students to apply the theory in a simulated environment (Education, Training and 
Development Practices Sector Education and Training Authority [ETDP SETA], 2013).   
 
The rationale for introducing the National Certificate Vocational (NCV) programme in 
2007 was to meet the intermediate level vocational skills needs of businesses, industry 
and employers. The NCV is a three year programme and is offered at levels 2, 3 and 
4 of the NQF which are equivalent to grades 10, 11 and 12 of the schooling system. 
In Table 1.2 NCV level 4 refers to the final year of the NCV programme. The NCV 
programme is designed to provide both theory and practical experience in specific 
vocational fields such as hospitality, agriculture or electrical infrastructure. The 
practical component of the NCV must take place in a simulated workplace 
environment. Some of the reasons attributed to poor student performance in the NCV 
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programme include poorly resourced colleges, lack of student commitment, poor 
lecturer skills (Papier, 2009), and lack of capacity of management to lead teaching and 
learning (ETDP SETA, 2013).   
 
Mgijima (2014) claims that the low certification rates of TVET colleges have forced the 
South African government to make the professional development of the college 
lecturers and management staff in TVET colleges a strategic priority. TVET colleges 
fall under the jurisdiction of the DHET. The DHET’s main priorities for TVET colleges 
are to strengthen colleges, address the quality of teaching and learning, and improve 
student performance (DHET, 2013). The DHET aims to achieve these priorities 
through the Turnaround Strategy for TVET colleges which includes the professional 
development of college leaders such as campus managers (DHET, 2015; DHET, 
2013; RSA, 2013). Wedekind (2010) emphasises that the potential efficacy of the 
various reforms introduced by government to improve the quality of the TVET sector 
in South Africa is largely dependent on the successful implementation of such reforms.  
 
Balkrishen (2015) argues that if the increased resources and legislative interventions 
are having limited success in improving student achievement in TVET colleges in 
South Africa, what other factors are there that may help to improve student 
achievement? The argument as to whether a single leader, such as a campus 
manager or principal, may have a substantial impact on student achievement has 
caused much deliberation in the teaching fraternity over many years.  
1.2.1 Priority targets for TVET colleges 
In 2011 the South African government published the National Development Plan 
(NDP) 2030, which provides a strategic framework that aims to eliminate poverty and 
reduce inequality in South Africa by 2030 (RSA, 2013). For TVET colleges, the NDP 
sets an enrolment target of 2,5 million students with an average certification rate of 
75% to be achieved by 2030 (RSA, 2013). Accountability targets and reporting of 
performance results create new obligations for campus managers to perform in 
accordance with to nationally defined expectations (Pont et al., 2008a). Consequently, 
the DHET’s highest priority is to strengthen and expand the public TVET colleges so 
that the relevant NDP targets may be met (DHET, 2013). Table 1.3 illustrates that 
significant progress has been made in improving student enrolment in TVET colleges 
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from 345 556 students in 2010 to 750 000 students in 2014. One of the main reasons 
for this increase in student enrolment was the introduction of the DHET bursary 
scheme for TVET college students from poor homes. Approximately 80% of TVET 
college students are funded through the DHET’s bursary scheme (DHET, 2011).  
Table 1.3. TVET college student enrolment and certification rate data 
ASPECT 2010 2012 2014 2016 2030 target 
Student 
enrolment at 
TVET colleges  
345 556 657 690 750 000 705 397 2,5 million 
Average NCV 
certification rate 
at TVET colleges  
38% 39% 31% 41,5% 75% 
Source: Adapted from DHET (2018), DHET (2016), DHET (2014) and RSA (2013) 
Nevertheless, as indicated in Table 1.3, the average national certification rates remain 
low with insignificant levels of improvement. In fact, the average certification rate 
decreased to 31% in 2014. These certification rates do not instil confidence in potential 
TVET college students, with many school learners preferring to enrol at alternate 
institutions. It is, therefore, vital that the poor student performance and the low quality 
of TVET colleges improve drastically if TVET colleges are to attract students to meet 
government’s target of 2,5 million students in TVET colleges by 2030 to ensure that 
the skills needs of South Africa may be satisfactorily met (RSA, 2013). One of the 
findings of the ETDP SETA report (2013) was that the limited training of campus 
managers results in them not fulfilling their role in leading the teaching and learning 
process to improve student performance.  
1.2.2 High youth unemployment levels 
One of the most daunting challenges in South Africa is the high unemployment levels 
of the youth which have reached critical proportions. In 2015, the DHET commissioned 
a study to identify the constraints to youth employment and also how these constraints 
may be overcome (Reddy et al., 2016). Based on data from 2014, the study found that 
the South African labour force is made up of 15 million employed and 7,5 million 
unemployed people with youth unemployment being particularly high at 45% (Reddy 
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et al., 2016). According to the World Economic Forum (WEF) Global Risk 2014 report, 
South Africa has the third highest unemployment rate in the world for people between 
the ages of 15 to 24 (WEF, 2014). One of the main reasons advanced by Cloete et al. 
(2012) for the high unemployment rate is that young South Africans lack the 
appropriate skills required in the workplace. Reddy et al. (2016) concur and 
recommend that improving the efficiency of the TVET sector is essential in addressing 
the skills needs of South African youth and, hence, unemployment. Campus managers 
must play a pivotal role in ensuring that the programmes offered at campuses are of 
high quality to meet the needs of the local labour market to enhance employment 
opportunities for the students (ETDP SETA, 2013). 
 
1.3 CONTEXT  
The NDP 2030 emphasises the critical role of education and training in the attainment 
of an average of 5,4% growth in the economy and reducing the unemployment rate to 
6% by 2030 (RSA, 2013). TVET colleges are expected to play a decisive role in 
providing relevant vocational skills so that these targets may be met (Leigh & Gill, 
2007; Organisation for Economic Co-operation and Development [OECD], 2014). In 
order to realise these objectives, TVET colleges are expected to be both efficient and 
effective with high levels of student achievement. The proper management and 
leadership at TVET college campuses are preconditions for optimal institutional 
functionality (DHET, 2015).  
  
The majority of the academic staff who are employed at South African TVET colleges 
come from the same cohort of teachers who are employed at high schools (Reddy et 
al., 2016). There are two primary reasons for this practice. Firstly, there are no 
qualifications in South Africa that are designed specifically for TVET college academic 
staff (RSA, 2013). Secondly, the bulk of the programmes offered at TVET colleges are 
on the same NQF levels as high schools, that is, NQF Levels 2-4 (DHET, 2016). The 
campus manager of a TVET college campus, who was referred to as the principal 
before the restructuring of the TVET sector in 2003, plays a similar leadership role to 
that of a high school principal and is accountable for the quality of student achievement 
(Deshmukh & Naik, 2010; McCaffery, 2010). In addition, the terms and conditions of 
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appointment for school principals and campus managers are identical as they are both 
employed under the Employment of Educators Act (RSA, 1998; Sullivan, 2013). The 
main requirements for the appointment of campus managers are a teaching 
qualification and relevant experience in the TVET college sector (Bush, 2008a, p. 26). 
Campus managers are often appointed on the basis of them having being successful 
TVET college lecturers who have a track record of having achieved high levels of 
student performance with the implicit assumption that this provides a sufficient basis 
for campus leadership (ETDP SETA, 2013). In South Africa, there are no formal 
requirements for educational leaders, such as school principals and campus 
managers, to be trained as managers. This practice is similar to the rest of Africa, 
Australia and many European countries, including Denmark, Finland, Hungary, 
Netherlands and Portugal (Bush & Oduro, 2006). However, this is in contrast to other 
countries such as the United Kingdom where it is mandatory for educational heads to 
possess a formal qualification in management, for example the National Professional 
Qualification for Headship (NPQH) (Bush, 2013). 
 
In their study on licensing educational heads, Hackmann and Wanat (2007, p. 1) 
suggest that a formal qualification for educational heads may be beneficial in 
increasing efficiency and accountability. However, in the absence of a formal 
qualification for campus managers and due to the increasing complexities and 
expectations of TVET colleges (Young, 2015), the ongoing professional development 
of campus managers is of paramount importance (Stroud, 2005). Normore (2007) 
emphasises the importance of national educational departments having the right 
systems, structures and intervention programmes in place which support 
comprehensive, systematic and holistic learning opportunities for aspiring and 
practising campus managers in order to build their capacity.   
 
Effective institutional leaders improve instruction and, consequently, student 
achievement (Day et al., 2009). In order to improve instruction, it is essential that the 
campus manager is able to advance lecturer instructional knowledge (Kiat et al., 
2017). The DHET’s strategic plan for 2016 to 2020 identified strengthening institutional 
leadership capacity as a priority area for improving student achievement in TVET 
colleges (DHET, 2015). Bush (2013) and Balkrishen (2015) suggest that campus 
managers should be placed at the apex of this institutional leadership capacity building 
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programme owing to the pivotal leadership role that they may play in student 
achievement. Arguably, the most important role of campus managers in TVET 
colleges in South Africa is providing instructional leadership by ensuring that 
instructional quality becomes the top priority of the campus so that student 
achievement may be improved (Supovitz, Sirinides, & May, 2010). However, the 
quality of leadership at TVET colleges, in general, is not adequate and this contributes 
to the poor levels of student achievement (Bush, 2013; DHET, 2013).   
 
The primary business of TVET colleges is teaching and learning and, consequently, 
the main task of the campus manager is to ensure that all leadership activities support 
teaching and learning (Pont et al., 2008a; RSA, 2013). It is therefore essential that the 
campus managers are knowledgeable about how to provide leadership on curriculum 
matters for colleges to excel in their primary role of teaching and learning (Balkrishen, 
2015; Bush, 2008a; Goodwin, Cameron, & Hein, 2015; Slater & Nelson, 2013). 
Leithwood et al. (2010), suggest that modern campus managers need to find a balance 
between their administrative role function and their instructional leadership function. 
The South African College Principals Organisation (SACPO) report reveals that only 
5% of TVET college lecturers have received instructional support from campus 
managers (SACPO, 2012). Moreover, research conducted by Govender, Grobler, and 
Mestry (2016) suggests that educational heads received limited or unsatisfactory 
training regarding the monitoring and evaluation of teaching and learning and, 
consequently, have poor capacity to conduct monitoring and evaluation efficiently. 
These findings by SACPO (2012) and Govender et al. (2016) highlight the need for 
the professional development of campus managers, especially regarding their role as 
instructional leaders. 
 
The most important indicator of student performance at TVET colleges is the 
certification rate in standardised national examinations (DHET, 2013; RSA, 2013). The 
average certification rate of less than 50% obtained in the 2014, 2015 and 2016 
standardised national TVET examinations, as reflected in Table 1.2, indicates that 
student performance in TVET colleges is very unsatisfactory and has not improved 
significantly despite various policy changes and increased funding for the TVET 
sector. The campus manager, as an instructional leader, promotes the success of all 
students by instilling a shared vision of teaching and learning that leads to enhanced 
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student academic progress and institutional improvement (Stronge, Xu, & Leeper, 
2013). The researcher supports the views of many strategic stakeholders in the South 
African TVET college sector (DHET, 2013; RSA, 2013; SACPO, 2012) and 
international researchers such as Bush (2008a), Leithwood et al. (2010), Shelton 
(2011) and Simkins (2005) that the leadership development of campus managers is 
critical in improving the certification rates and, consequently, enhancing the quality of 
TVET colleges in South Africa. The researcher is, however, acutely aware that 
leadership is not the only factor that affects student achievement as there are a 
number of other mitigating factors which also play a role (see, for example, Bryman & 
Lilley, 2009). Nevertheless, the researcher is also of the opinion, based on anecdotal 
evidence and his experience, that an intervention in this area should be prioritised as 
it is a viable option which has the potential to make a significant impact on student 
achievement. 
 
In a changing TVET sector, the role of campus managers at TVET college campuses 
is evolving and becoming increasingly complex with greater demands being made on 
such managers (Leonard, 2010). Leithwood et al. (2010) and Stronge et al. (2013) 
argue that what was fundamentally a managerial role has evolved to reflect the 
necessity for both leadership and management roles. Grogan (2013) contends that 
leadership in the TVET college context is about catalysing the improvement of TVET 
colleges, while Sapre (2002) suggests that management is about activities directed 
towards the efficient utilisation of resources in order to achieve organisational goals. 
In addition to having to manage increased student enrolments, student welfare and 
support, student protests, queries from employers, parents and labour unions, and 
work integrated learning, campus managers are increasingly being held accountable 
for student achievement (Grogan, 2013; RSA, 2013).  
 
One of the main challenges in TVET colleges is that not enough is known about exactly 
what makes a campus manager effective as a leader and what, in turn, may render 
them ineffective (Bryman, 2007). Pont et al. (2008a) found that educational leaders 
require specific training to enable them to respond to their broadened roles and 
responsibilities with a specific focus on strengthening the skills related to improving 
campus outcomes. Enhancing teaching and learning effectiveness is the most 
important duty of curriculum leaders such as campus managers (Kiat et al., 2017). 
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Balkrishen (2015) emphasises the need for campus managers to be aware of which 
leadership roles are necessary to improve their efficiency and effectiveness, especially 
regarding teaching and learning and student achievement. This awareness, he 
argues, can be developed through appropriate leadership development interventions 
(Balkrishen, 2015).  
 
The DHET is tasked with implementing the objectives of the White Paper for Post 
School Education and Training (PSET) (DHET, 2015). Accordingly, the DHET 
strategic plan (2016–2020) emphasises the need for proper management and 
leadership at institutional level as preconditions for optimal institutional functionality 
(DHET, 2015). Consequently, one of the strategies adopted in the DHET’s strategic 
plan (2016–2020), to address with the systemic weaknesses identified in the TVET 
sector, is to prioritise the capacity building of management and leadership (DHET, 
2015). Commensurate with this, Field et al. (2014) identified two major systematic 
weaknesses, namely, the poor leadership and management capacity of institutional 
leaders, and the lack of mechanisms for strengthening institutional leadership. The 
strategic plan suggests that the development of a common set of standards in respect 
of management and leadership for campus managers will provide the DHET with a 
common framework for monitoring and evaluating the levels of efficiency of both 
campus managers and their institutions (DHET, 2015). The development and 
implementation of common standards for institutional leaders have been implemented 
in some countries internationally, with mixed results, and will be discussed in detail at 
a later stage of the study. Darling-Hammond, Meyerson, LaPointe, and Orr (2009, p. 
12) assert that, irrespective of their shortcomings, these common standards provide 
focus and consistency in the leadership development process.  
 
1.4 PROBLEM STATEMENT 
Locke, Spirduso, and Silverman (2007, p. 9) contend that, when conducting research, 
the purpose statement specifies “why you want to do the study and what you intend to 
accomplish?” This study was motivated by two key premises: firstly, that high-quality 
teaching and learning for TVET college students depend, in part, on effective campus 
leadership – that is, leadership that promotes improved student achievement. The 
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second premise was that South African TVET college campuses are hindered in 
providing effective vocational education and training to students, in part, by a lack of 
adequate leadership development for campus managers.   
The problem, that the study ultimately wants to address, is the poor quality of TVET 
colleges and the low levels of student performance in these colleges (Cloete et al., 
2012; Cosser, Kraak, & Winnaar, 2011; Nzimande, 2010). The critical role played by 
educational leaders in influencing student achievement is well documented (see, for 
example, Darling-Hammond et al., 2007; Fullan, 2014; Leithwood et al., 2004). The 
study by Balkrishen and Mestry (2016) added to this existing body of knowledge with 
the findings that the campus managers of TVET college campuses in South Africa 
play a pivotal role in influencing student achievement. Ultimately, the purpose of this 
mixed method study is to explore how the leadership capacity of campus managers in 
TVET college campuses may be developed. In addition, it is hoped that the study may 
also serve as a resource to influence future policy and decision-making so that 
leadership development interventions can become relevant, co-ordinated and 
responsive to the needs of campus managers. 
The research questions that follow below help to narrow down the purpose statement 
to specific questions that the researcher sought to answer (Creswell, 2009). 
 
1.5 AIMS AND OBJECTIVES 
This mixed method study sought to identify the leadership development needs of 
campus managers in TVET college campuses and to explore how leadership 
development may be strengthened to ultimately improve student achievement in TVET 
colleges in Mpumalanga province, South Africa. The following main research question 
was formulated: 
What are the leadership development needs of campus managers in Mpumalanga 
province, South Africa and how may these leadership development needs be 
addressed? 
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Tashakkori and Creswell (2007) suggest that in mixed methods research, separate 
quantitative and qualitative questions should be developed. Accordingly, the following 
research sub-questions were formulated for the purposes of this study: 
 What is the nature and essence of leadership development of campus managers?  
 What are the perceptions of campus managers, middle managers and academic 
staff of the leadership skills of the campus manager? 
 In which professional development activities do campus managers engage to 
develop their leadership skills? 
 How can the leadership development of campus managers be strengthened?  
 
The general aim of the study was to explore the leadership development needs of 
campus managers in Mpumalanga province, South Africa and to explore how these 
development needs may be addressed with the ultimate goal of improving student 
achievement.  
 
The following research objectives were formulated:  
 To explore the nature and essence of leadership development of campus 
managers.  
 To determine the perceptions of campus managers, middle managers and 
academic staff of the campus managers’ leadership skills.  
 To determine the professional development activities in which campus managers 
should engage to develop their leadership skills.   
 To design a model to guide the leadership development of campus managers.  
The research design and methodology that are discussed next provide a road map in 
relation to the way in which the study was conducted in order to best answer the 
research questions and realise the research objectives (Clark & Creswell, 2008).  
 
1.6 RESEARCH DESIGN AND METHODOLOGY 
In order to effectively answer the research questions, the researcher decided to use a 
mixed methods approach (see, for example, Creswell & Clark, 2011; Johnson, 
Onwuegbuzie, & Turner, 2007; Teddlie & Tashakkori, 2009). The mixed methods 
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approach is described as a type of research in which the researcher combines 
elements of qualitative and quantitative research approaches within a single study 
(Cameron, 2011; Clark & Creswell, 2008; Gibson, 2017; Johnson et al., 2007). The 
rationale for choosing a mixed methods research design is that it provides more 
breadth, depth, and richness as compared with to either the quantitative method or the 
qualitative method alone (Creswell & Clark, 2011; Heyvaert, Maes, & Onghena 2013; 
Johnson et al., 2007; Teddlie & Tashakkori, 2009). The researcher decided to use a 
sequential explanatory design which is characterised by the collection and analysis of 
quantitative data followed by the collection and analysis of qualitative data (Clark & 
Creswell, 2008; McMillan & Schumacher, 2014; Ponce & Pagan-Maldonado, 2015). 
Accordingly, the study comprised two phases as illustrated in Figure 1.1.      
 
 
 
 
 
 
Figure 1.1: Diagram of explanatory sequential mixed method design used 
Source: Adapted from Creswell and Clark (2011) 
As illustrated in Figure 1.1, this mixed methods study involved, firstly, using a 
quantitative approach to investigate the status of the leadership development of 
campus managers and their leadership development needs with respect to the core 
leadership roles identified by Cotton (2003), Hallinger (2003), Leithwood et al. (2004), 
Marzano et al. (2005), McCaffery (2010) and Pont et al. (2008a), such as setting 
direction, developing staff, monitoring and evaluation, and managing the instructional 
programme. Secondly, using a qualitative approach, the study examines the 
quantitative results in greater depth and also explores how to strengthen the 
leadership development of campus managers in TVET colleges in Mpumalanga 
province, South Africa.   
1.6.1 Phase 1 (Quantitative phase) 
Phase 1 was quantitative in nature. During this phase, in line with the perspectives of 
post-positivism (Creswell & Clark, 2011; Teddlie & Tashakkori, 2009), survey data was 
Integration 
Phase 1: 
Quantitative 
data 
collection and 
analysis (394 
participants) 
Phase 2:     
Qualitative 
data collection 
and analysis 
(6 participants) 
Provides 
fore-
grounding  
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collected from approximately 600 academic staff members from all 16 TVET college 
campuses in Mpumalanga province, South Africa to identify the leadership 
development needs of campus managers and to gather information about the 
prevailing status of leadership development in these TVET colleges. Questionnaires 
were used to collect the requisite data from the participants. The questionnaires were 
distributed and collected by the researcher. One of the 16 campuses was used as a 
pilot study while the remaining 15 campuses provided data that was analysed for 
Phase 1.  
The design of the questionnaire affects the validity and reliability of the study. Although 
there are various types of validity (Maree, 2015), for the purpose of this overview, 
content and construct validity are briefly discussed. In an effort to improve the content 
validity of the study, the researcher ensured that all aspects of each construct, as 
described in the literature review, were comprehensively covered in the questionnaire. 
Factor analysis was used to estimate the construct validity of the questions that made 
up the scales. This technique conveyed the extent to which the questions appeared to 
be measuring the same concepts or variables (Dinno, 2009). Creswell (2009), 
Fraenkel and Wallen (2010) and Maree (2015) refer to reliability as the consistency of 
a measure. Cronbach’s alpha coefficient of internal consistency was used to estimate 
the reliability of the data. Statistical analysis, which is the analysis of numeric data 
using descriptive and inferential techniques (Teddlie & Tashakkori, 2009, p. 24), was 
used to describe the relationship between the constructs within the group. The major 
themes identified in Phase 1 were used as the basis for the qualitative follow-up in 
Phase 2. This strategy also minimised threats to the validity of the study (Creswell & 
Clark, 2011). 
1.6.2 Phase 2 (Qualitative phase) 
Phase 2 was qualitative in nature. During this phase, in line with the perspectives of 
constructivism (Creswell & Clark, 2011; Teddlie & Tashakkori, 2009), semi-structured 
interviews were conducted as a follow up to the quantitative results in order to add 
depth and richness to some of the quantitative results (Creswell & Clark, 2011). In an 
effort to ensure responses from a wide spread of campuses, a purposeful sample of 
six campus managers was selected from high-performing, low-performing and 
average-performing campuses which had participated in Phase 1. Drawing a sample 
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for Phase 2 from the same population as Phase 1 rendered the data comparable and 
minimised the threats to validity which may arise in mixed methods research (Creswell 
& Clark, 2011, p. 240).  
Through the use of an interview protocol, the researcher conducted face-to-face 
interviews using semi-structured questions with each of the six purposely selected 
campus managers. The interviews were tape-recorded, transcribed and analysed 
manually using a combination of inductive and analytical approaches. The data 
analysis involved labelling and coding all the data in order to recognise similarities and 
differences. Initially, the analysis focused on the broad categories of leadership roles 
and leadership development strategies identified during Phase 1 of the research. In 
an effort to improve the trustworthiness of the data, the researcher used member 
checking by sharing the transcripts with the participants to ascertain whether the data 
was indeed an accurate reflection of what they said (Creswell & Clark, 2011, p. 211; 
Teddlie & Tashakkori, 2009, p. 213). The analyses of the data from Phase 1 and Phase 
2 were integrated (Ponce & Pagan-Maldonado, 2015) and these are discussed in the 
final chapter of the study.  
The conceptual framework which provided direction for various phases of this mixed 
methods study is discussed next (Creswell & Clark, 2011; McMillan & Schumacher, 
2014). 
 
1.7 CONCEPTUAL FRAMEWORK 
The conceptual framework was structured from a set of broad ideas and theories about 
leadership roles and educational leadership development which provided reference 
points for a discussion of the “literature, methodology and analysis of data” (Smyth, 
2004, p. 187). The theoretical foundation, which was based mainly on the work of Bush 
(2008a), Slater and Nelson (2013), and Pont et al. (2008a), formed the foundation 
upon which the leadership development of campus managers was studied. The 
evolving conceptualisation of educational leadership development in relation to formal, 
informal and experiential leadership development, and their specific implications for 
campus managers and student achievement, were explored in an attempt to 
strengthen the academic base of the research (Bush, 2008a; Slater & Nelson, 2013). 
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The leadership development needs of campus managers and how they may be 
addressed were viewed through the lens of the core leadership roles as identified by 
Cotton (2003), Hallinger (2003), Leithwood et al. (2004), Marzano et al. (2005), 
McCaffery (2010) and Pont et al. (2008a). Accordingly, Figure 1.2 which provides a 
graphical synopsis of this study, comprises two parts, with Part B providing the lens 
through which leadership development (Part A) was studied. 
 
                        Part A                                                                    Part B     
 
 
 
 
 
 
 
 
 
Figure 1.2:  Conceptual framework: Leadership development of campus 
managers.                                                                                                                                                          
Source: Part A adapted from Bush (2008a) and Part B adapted from Leithwood and 
Louis (2011)   
 
1.8  CLARIFICATION OF CONCEPTS 
An explanation of selected concepts is provided.  
 In this study development is seen as training activities aimed at enhancing the 
leadership skills of campus managers (Stroud, 2005). 
 The campus manager is a senior manager who works at a TVET college campus 
and is responsible for all campus activities. The campus manager, similar to a 
school principal, is accountable for the quality of teaching and learning and, 
consequently, student achievement (Deshmukh & Naik, 2010). 
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 Institutional head refers to the person in charge of educational institutions such as 
the principal of a school or a campus manager of a TVET college (Lumby, Crow 
& Pashiardis, 2009). In this study the terms institutional heads and campus 
managers are used interchangeably.  
 For the purposes of this study, student achievement is defined as the certification 
rate of students in a standardised national examination, that is, the rate at which 
students receive their certificates after passing all the subjects required for 
certification (Cloete et al., 2012; Marks & Printy, 2003). 
 TVET college refers to the component of the PSET in South Africa that offers 
primarily vocational and occupational programmes that fall within the TVET band 
of the NQF (DHET, 2014). 
This study was based on a number of assumptions regarding leadership.  
 
1.9 ASSUMPTIONS 
In this research study the following assumptions were made: 
 There are many similarities between educational leadership in high schools and 
TVET colleges and such leadership is based on similar leadership theories (Bush 
& Coleman, 2000). As both high schools and TVET colleges in South Africa cater 
for the same NQF band levels, they both offer programmes on similar levels such 
as the National Senior Certificate (NSC) and the National Certificate Vocational 
(NCV), they are similar in size and their staff with similar qualifications, it is 
assumed that the majority of leadership practices adopted by the principals of 
effective high schools may also be applied to the campus managers at TVET 
college campuses. In addition, the terms and conditions of appointment for both 
school principals and campus managers are identical as they are both employed 
under the Employment of Educators Act (RSA, 1998; Sullivan, 2013). The majority 
of campus managers and lecturers in TVET colleges have experience as high 
school teachers (DHET, 2014). 
 The principles underlying the leadership development of campus managers and 
high school principals are, to a large extent, similar (Brundrett, Burton, & Smith, 
2003; Lambert, 2014).   
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 Although some researchers use the terms ‘management’ and ‘leadership’ 
interchangeably, this study assumed that leadership, although intimately linked to 
management, especially within an educational context, is different to management 
(Claes, McMahon, & Preston, 2008; Day, Jacobson, & Leithwood, 2005). 
 When the term teacher was used it is used as an umbrella term it included lecturers 
and facilitators.  
 Student achievement at TVET college campuses is hindered, in part, by the lack 
of effective leadership development interventions for campus managers (Bush, 
2007).   
 
1.10 ETHICAL CONSIDERATIONS 
Although the main goal of this study was to find credible answers to the research 
questions, such answers would be acceptable only if the well-being of the participants 
was ensured (Teddlie & Tashakkori, 2009). Hesse-Bieber and Leavy (2006) concur 
and emphasise that it is essential that researchers give adequate consideration to 
ethical issues which may arise during their research as this may enhance the quality 
and credibility of the research.  
Research does not take place in a vacuum. Ary, Jacobs, Razavieh, and Sorenson 
(2010, p. 592) emphasise the importance of ensuring the anonymity and confidentiality 
of the participants. In this study great care was taken to protect the identity of all the 
participants while all the data which were obtained were secured and kept confidential 
by the researcher (Ary et al., 2010). All the questionnaires were completed 
anonymously and the participants’ responses in the semi-structured interviews were 
anonymised (Flick, 2009). Furthermore, the researcher was highly aware of the level 
of threat or sensitivity of the questions posed and the possible invasion of the 
respondents’ privacy (Cohen, Manion, & Morrison, 2005, p. 245).   
Finally, ethical clearance from the Ethics Committee of the University of Johannesburg 
was obtained. In addition, all documentation concerning permission to carry out the 
research from the various role players was made available to the ethics committee. 
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1.11 SIGNIFICANCE OF STUDY  
The significance of this study was embedded in the notion that effective leadership is 
essential for successful student achievement at TVET colleges (Bush, 2008a; Pont et 
al., 2008a). This study was deemed to be significant as it was anticipated that it would 
contribute to scholarly research, help to improve practice and perhaps also be used to 
influence policy (Creswell, 2014). Arguably, from a social justification viewpoint, a 
successful TVET sector may become a vehicle for providing a route out of poverty for 
unemployed individuals as well as a way of promoting equality of opportunity in South 
Africa (DHET, 2013, p. 5). One of the main challenges facing TVET colleges at the 
time of the study was that there was not enough information about exactly what makes 
a campus manager effective as a leader (Bryman, 2007). Research conducted by 
Leithwood et al. (2010) suggests that, of all the factors that contribute to student 
achievement, leadership and classroom instruction, are regarded as the most 
important of such factors. However, existing empirical data and knowledge on the best 
ways in which to prepare and develop educational leaders are sparse (Darling-
Hammond et al., 2007). The situation is even more dire in the case of the campus 
managers of TVET colleges in South Africa as, at the time of the study, there was 
virtually no empirical data on the prevailing leadership capacity of college 
management and their leadership development (Balkrishen & Mestry, 2016; Gewer, 
2010). Hence, it was hoped that this study would add to the sparse body of evidence 
on the development of the leadership skills of campus managers that exists and create 
new, content-rich knowledge which may be used to improve college effectiveness and 
student achievement.   
 
In addition, relevant literature also lacks the ‘voices’ of the campus managers and how 
they experience leadership development. The researcher further deemed this 
research to be significant as it built on the work of Balkrishen and Mestry (2016) who 
had identified the core leadership roles and practices applied by successful campus 
managers in TVET colleges in Mpumalanga province, South Africa. This mixed 
method study sought both to address the research gap that is linked to the leadership 
development of campus managers in TVET college campuses and also acquire a 
better understanding of how their leadership roles may be developed and 
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strengthened to ultimately improve student achievement in TVET colleges in 
Mpumalanga province, South Africa.  
 
1.12 LIMITATIONS OF THE STUDY 
The researcher recognised certain limitations in the study but suggested that some of 
the limitations may provide opportunities for future research in the TVET sector. 
 While successful TVET college campuses require campus managers who are 
effective leaders, managers and administrators, this study focused only on the 
leadership development of the campus manager. It was not the intention of the 
study to focus on every single factor that a successful campus manager 
requires.  
 Leadership is not limited only to the campus manager as there are other 
managers on TVET college campuses, for example, deputy campus managers 
and senior lecturers, who form part of the campus management team. These 
managers also influence the way in which campuses are led and managed.   
 The study was restricted to the province of Mpumalanga with a small purposeful 
sample being used for the qualitative phase of the study. Teddlie and 
Tashakkori (2009, p. 93) caution that the transferability of the qualitative 
findings should be limited to environments with similar contexts to the 
qualitative sample used.   
 Finally, it is essential that the subjective nature of the campus managers’ 
understanding of their strengths and leadership development needs be taken 
into account (Wallin, 2006).  
 
1.13 CHAPTER DIVISION 
Chapter 1 provided an overview of the study. It included the background to the 
research study and the TVET college sector, the problem statement, the conceptual 
framework of the study, the significance of the study and the research aims and 
objectives and also briefly described the research methodology and design used.   
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In Chapter 2 the conceptual framework provided reference points for the review of 
relevant literature. As such the literature review focused on national and international 
literature on the leadership role of institutional leaders and how these leadership roles 
may be developed. It then moved on to describe the concept of leadership, theories 
of leadership and the various types of leadership models that were related to the study. 
The penultimate section of the chapter focused on the core leadership roles, drawing 
primarily on the work of Cotton (2003), Hallinger (2003), Leithwood et al. (2004), 
Marzano et al. (2005), McCaffery (2010) and Pont et al. (2008a). The chapter 
culminated in a detailed examination of how these leadership roles may be developed 
drawing mainly on the work of Bush (2008a), Slater and Nelson (2013), and Pont et 
al. (2008a).  
Chapter 3 contained a detailed discussion of the mixed method research design and 
methodology used. The quantitative and qualitative approaches were described 
separately and in depth. In addition, the sample, the method used to collect the 
requisite data and the way in which the data from each phase was analysed and 
described in detail.  
Chapter 4 analysed the quantitative data from Phase 1. The chapter presented a 
discussion of the sample and the instruments used in the analysis of the data. In 
addition, the reliability and validity of Phase 1 of the investigation were established 
and the prevailing status of the leadership development and the leadership 
development needs of campus managers presented.   
Chapter 5 contained an analysis of the qualitative data from Phase 2 and discussed 
the descriptive data obtained from the semi-structured interviews. The sample and the 
instruments used in the analysis of the data were also discussed. In addition, the 
trustworthiness of Phase 2 of the investigation was established. In-depth, rich, 
descriptive data on the leadership development needs of campus managers and the 
way the leadership development of campus managers may be strengthened was 
presented.  
Chapter 6 is the final chapter of the dissertation and integrated the results from Phase 
1 and Phase 2 of the study. The findings from the quantitative and qualitative data 
were discussed. Finally, recommendations and conclusions, based on the aims and 
objectives of the research, were presented. 
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1.14 SUMMARY 
This study sought to identify the leadership development needs of campus managers 
in TVET college campuses and to explore how leadership development may be 
strengthened to ultimately improve student achievement in TVET colleges in 
Mpumalanga province, South Africa. In order to effectively answer the research 
question and realise the research objectives, the researcher decided to use a mixed 
methods approach. The goal was to obtain statistical information from all the academic 
staff in the 16 TVET colleges in Mpumalanga (Phase 1) and then follow up with semi-
structured interviews with six purposely selected campus managers to explore the 
results of the survey in greater depth and find out their views on how the leadership 
development of campus managers could be strengthened (Phase 2). A brief 
description of each separate phase of the study was provided and included information 
on the sample, data collection methods and data analysis, as well as the concepts of 
validity, reliability and trustworthiness. 
The literature review provided an overview of the growing body of international and 
national literature on how leadership practices may enhance and support improved 
teaching and learning and thus promote better student achievement. It provided a 
particular focus on how these leadership practices may be developed using formal, 
informal and experiential development strategies. The study was also grounded in 
educational leadership research that maintains that educational leaders, such as 
campus managers, are able to make a difference to student achievement. Accordingly, 
the leadership development constructs were based on the leadership roles which 
improve student achievement, for example setting direction, developing staff, 
monitoring and evaluation, and managing the instructional programme.  
The chapter ended with a description of how the researcher ensured that ethical 
standards were met by ensuring anonymity of participants, keeping all responses 
confidential and obtaining ethical clearance from the Ethics Committee of the 
University of Johannesburg.  
The next chapter, which contains a review of existing literature, is guided by the 
conceptual framework. The literature review includes a discussion of the policy 
perspectives that are relevant to the TVET sector in South Africa, as well as the 
conceptualisation of both leadership and leadership development.  
26 
 
CHAPTER 2 
LITERATURE REVIEW: LEADERSHIP DEVELOPMENT 
 
2.1 INTRODUCTION 
Chapter 1 provided the background of TVET colleges and focused specifically on the 
main challenge of poor student performance facing TVET colleges. It highlighted that 
the significance of the study was embedded in the notion that effective leadership is 
essential for successful student achievement at TVET colleges. Accordingly, this 
research study focused on quantitatively identifying the leadership development needs 
of campus managers and then qualitatively exploring how these needs may be met.  
Chapter 2 presents the literature review which aimed to explore and discuss key 
literature perceived to be pertinent to this research investigation. The literature review 
was guided by the conceptual framework which underpinned the study. Firstly, the 
literature review briefly explored the leadership roles of campus managers and then, 
secondly, and more comprehensively, discussed how these leadership roles may be 
developed through formal, informal and experiential development programmes. 
Although the literature review provided an overview of the leadership skills needed by 
campus managers, it focused only on those leadership skills that are specifically linked 
to improving the quality of teaching and learning.  
The work of campus managers in the TVET sector in South Africa is shaped mainly 
by two constructs: firstly, by global literature on leadership, management and 
administration and, secondly, by the plethora of policy frameworks which aim to 
transform the TVET sector to enable it to better serve a developmental state so that 
the severe challenges of poverty and unemployment in South Africa may be 
addressed. The roles and responsibilities of campus managers in South Africa have 
evolved significantly post democracy through the various reforms and policy changes 
such as the Further Education and Training (FET) Act 98 of 1998 and the Continuing 
Education and Training (CET) Act 16 of 2006. In order to assist the country to reduce 
unemployment and poverty, colleges are expected to implement reforms which are 
aimed at producing highly skilled citizens who are equipped to enter the workforce and 
participate successfully in a 21st century economy (DHET, 2011). In order to meet this 
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expectation, high quality student achievement is essential. However, despite policy 
changes and increased funding, the majority of campus managers have not been 
successful in achieving this objective as student performance at TVET colleges has 
shown negligible improvement over the last decade (DHET, 2016).  
In order to underscore the importance of the leadership development of campus 
managers, this literature review analysed what scholars highlight as an urgent need 
to build human capital in TVET colleges in order to better equip campus managers to 
manage the increasingly complex challenges and constant changes that TVET 
colleges face. The development of human capital in colleges includes enhancing the 
capacity of practising campus managers and also preparing aspiring campus 
managers (Pont et al., 2008a). Vaillant (2015) points out that no policy will be effective 
in the TVET sector while campus managers remain poorly capacitated. In addition, 
attracting and retaining high quality leaders with the necessary experience, knowledge 
and leadership skills is becoming increasingly difficult (Ng, 2013). A growing body of 
evidence identifies instructional leadership as an important component of the 
professional development of educational leaders (see, for example, Bush & Glover, 
2004; Hallinger, 2005; Mestry & Grobler, 2004). Hence, the instructional leadership of 
campus managers and how it may be developed constituted a significant part of this 
literature review. In sum, the literature review focused on which instructional 
leadership skills are associated with effective teaching and learning and explored how 
these skills may be developed in campus managers.  
Drawing primarily on the work of Cotton (2003), Hallinger (2003), and Leithwood et al. 
(2004), four broad categories of instructional leadership skills were explored, namely; 
setting direction, developing staff, monitoring and evaluation, and managing the 
instruction process. Drawing then on the work of Bush (2008a), Pont et al. (2008a) 
and Stringer (2013), the leadership development of campus managers was discussed 
under three broad categories of leadership development, namely; formal 
development, informal development, and experiential development  
The literature review also delved into the successful tools and strategies used for the 
development of educational leaders such as leadership frameworks and licensure for 
campus managers. In view of the fact that campus managers are all unique individuals 
and at different stages of their careers, the concept of leadership development as a 
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continuum was also explored. The chapter began by examining the recruitment of 
campus managers and their remuneration.  
 
2.2 RECRUITMENT OF CAMPUS MANAGERS 
Another factor, linked to leadership effectiveness and development that makes for 
emotive discourse in the TVET sector, is the recruitment of campus managers. Almost 
concurrently, with the changed expectations of campus managers, attracting and 
retaining well-prepared campus managers is becoming increasingly difficult (Browne-
Ferrigno, 2007). Recruiting and selecting effective campus managers is one of the 
most important and yet challenging tasks facing the education department (Schlueter 
& Walker, 2008). The researcher has observed that the available pool of competent, 
aspiring campus managers is simply not sufficient. Since the leadership shortage 
extends to the high school environment, TVET colleges have been forced to compete 
with high schools for the same limited pool of applicants for leadership positions, which 
is yet a further challenge that TVET institutions face (Lemons, 2007). Corbett (2012) 
suggests that this limited leadership pool, the inability of the sector to retain highly 
competent leaders and frequent resignations provide further reasons why it is 
essential that the TVET sector makes the leadership development of aspiring campus 
managers in TVET colleges a priority. 
Carver (2016, p. 158) is of the belief that the TVET sector should develop a critical 
mass of potential campus managers by commencing with leadership development for 
lecturers who display potential leadership attributes and aspirations. The findings of 
Myung, Loeb, and Horng (2011) provide evidence that campus managers are best 
placed to effectively identify and encourage lecturers with strong leadership potential 
to enter the leadership pipeline in order to develop this critical mass. However, the 
conundrum facing South African schools and colleges is that the majority of young 
adults choose to teach because there is a lack of other employment opportunities due, 
in part, to their mediocre academic performance (Mulkeen, Chapman, DeJaeghere, & 
Leu, 2007). Consequently, the pool of potential high performing educational leaders is 
limited. In addition, between 5 and 30% of South African teachers, who are generally 
the more competent cohort, are working outside of the country as they are being 
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attracted by the stronger currencies of the Middle East, Europe and the Far East 
(Chapman et al., 2007, p. 12).  
López-Molina (2008, p. 19) suggests that one way of developing leadership in the 
TVET sector is “the notion of growing your own future leaders”. Although succession 
planning does not take place formally in TVET colleges in South Africa due the Labour 
Relations Act 66 of 1995 which prescribes that the employer is obliged, in terms of 
Section 186(2), to act fairly towards all applicants in the selection and promotion 
process (RSA, 1995), informally many deputy campus managers are prepared for the 
task of becoming a campus manager. They sometimes act as the campus manager 
during the absence of the incumbent campus manager and intermittently they perform 
tasks of the campus manager that have been delegated to them primarily for 
development purposes.  
Acting or interim appointments are made when a campus manager vacancy arises 
suddenly due to resignation, ill-health or death (Montague, 2004). Lambert (2014) and 
McNair, Duree, and Ebbers (2011) emphasise the importance of experience as a 
deputy campus manager before appointment as a campus manager and suggest that 
such experience should be considered as a mandatory requirement for selection. 
Carver (2016) concurs and adds that, when deputy campus managers, who are sound 
instructional leaders, move up the promotional ladder and become campus managers 
in colleges, they understand the rigours, demands and expectations of instruction as 
well as the drive for ongoing improvement in student achievement.  
In South Africa, similar to Australia and New Zealand, promotion to campus manager 
is generally based on both relevant experience in the TVET sector and professional 
teaching qualifications, though a leadership qualification is not mandatory (Lingam & 
Lingam, 2014). For example, in Figure 2.1, which is an extract from an advertisement 
for a campus manager vacancy, the requirements include “Recognised professional 
qualification in Education, plus at least 7 years’ relevant experience as well as credible 
management experience”. One of the main requirements for the appointment of a 
campus manager should be their understanding of and experience in instructional 
leadership (Balkrishen, 2015) – glaringly absent in the advertisement depicted in 
Figure 2.1.   
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Figure 2.1: Advertisement for a campus manager vacancy 
Source: Nkangala TVET College website (2018) 
The recruitment processes followed to appoint campus managers are often 
challenged. Balkrishen (2015) is critical of the processes for the selection and 
appointment of campus managers in TVET colleges in South Africa which are “riddled 
with inadequacies and should be amended” (p. 141). It is suggested that the 
recruitment procedure should be changed to eliminate the undue influence of labour 
unions so that only the most competent individuals are appointed as campus 
managers (RSA, 2013). Balkrishen (2015) further recommended that a competency 
test, to measure the various leadership and management skills of the applicant, should 
form part of the selection process. Similarly, Mendels and Mitgang (2013) recommend 
that the recruitment process of hiring TVET campus managers should be strengthened 
to render the process “less capricious, more rigorous and highly selective” (p. 25). In 
addition, Jensen, Hunter, Lambert, and Clark (2015), in an effort to professionalise the 
recruitment process, suggest that that recruitment panels should be trained and 
deemed competent before their appointment.  
The debate on whether preparation programmes, such as specific management 
qualifications, should be mandatory or not for recruitment purposes is still fiercely 
contested by leadership scholars. The findings by Lambert (2014) suggest that 
management qualifications are not considered as important as other factors, such as 
relevant experience, by newly appointed leaders. Mestry and Schmidt (2010, p. 354) 
contend that a lack of stringent criteria in the recruitment phase and the absence of 
campus manager preparation programmes often result in many campus managers 
underperforming in their leadership and management roles. In view of the fact that the 
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primary aim of campus manager preparation programmes is to ensure that candidates 
possess the necessary knowledge and skills to lead an effective campus, Anderson 
and Reynolds (2015) recommend that preparation programmes should be made 
mandatory and that the attainment thereof should form part of the recruitment criteria.  
A recent recruitment innovation suggested by Anderson, Turnbull, and Arcaira (2017, 
p. 10) is the development of a national online leadership tracking system that provides 
up-to-date, aggregate data that analyse the performance of all deputy campus 
managers in the country for promotion and development purposes. They suggest that 
this online system has the potential of providing education departments with an 
accurate pool of the most suitable candidates per local district.  
However, it is not just the lack of suitably skilled, aspirant campus managers and 
unsound recruitment procedures that needs to be resolved but also the issue of how 
to make the post of the campus manager more attractive should also be addressed 
(Lambert, 2014).  
 
2.3 REMUNERATION OF CAMPUS MANAGERS 
According to Spero (2016), when comparing the most challenging leadership roles 
across all industries, being the head of an educational institution is close to the top of 
the list due primarily to the myriad of “contrasting mandates they receive from different 
constituencies (p. 1). Armstrong (2014) found that, for workers with higher levels of 
education, becoming a campus manager becomes less attractive due to the vast 
differential between the salary of a similar post in the private sector. Armstrong’s 
(2014) main finding was that the teaching profession is relatively unattractive to highly 
sought after competent individuals at the top end of the skills distribution in the South 
African labour market, the result of which may be lower quality candidates entering the 
teaching profession in schools and colleges.  
While the salary packages of campus managers are under review in South Africa, 
there is overwhelming consensus that the salary packages of campus managers at 
the time of the study were insufficient to attract and retain the quality of leadership that 
is needed by TVET college campuses (Armstrong, 2014; Shelton, 2011). At the time 
of the study, campus managers’ salary packages in South Africa (see Figure 2.1) were 
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less than those of school principals which was resulting in many campus managers 
and aspirant leaders leaving the TVET sector to lead schools. A review of salary 
structure (Shelton, 2011), amendment of recruitment policies as well as the inclusion 
of professional criteria (Chapman et al., 2007) may thus help to attract and retain better 
quality campus leadership. 
A discussion of the importance of the leadership development of campus managers in 
TVET colleges in South Africa follows.   
 
2.4 IMPORTANCE OF LEADERSHIP DEVELOPMENT  
Leadership development to build effective leaders and “alter leadership behaviour” 
(Hannum & Martineau, 2008, p. 18) is a crucial component of educational change and 
improved student performance (Mestry & Naicker, 2016; Stringer, 2013). A similar 
view of leadership development is expressed by Leithwood and Levin (2005), as 
illustrated in Figure 2.2, where the ultimate objective of leadership development is 
improved student outcomes. 
 
 
Figure 2.2: Framework for leadership development  
Source: Adapted from Leithwood and Levin (2005) 
Leadership development 
Changes to participants’ knowledge and 
skills  
Changes to leadership practices  
Improved quality of instruction 
Improved student outcomes 
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The additional responsibilities expected of campus managers and the increasing 
pressure of improved student achievement are intensifying the need for campus 
managers to receive effective leadership development to enable them to carry out their 
demanding roles effectively (Bush, 2008a). Bush maintains that appointing campus 
managers without adequate preparation is a gamble especially when the losers would 
be the college students (Bush, 2008a, p. 33). However, many countries, including 
South Africa, are continuing to appoint campus managers on the basis of a teaching 
qualification and teaching experience alone and without sufficient regard for their 
leadership knowledge and skills (Bush & Oduro, 2006). Mestry (2017) and the ETDP 
SETA Skills Training report (ETDP SETA, 2013) identified the lack of leadership 
training as a serious risk to effective campus management in TVET colleges as most 
campus managers are promoted from the ranks of the lecturing staff without adequate 
preparation for their leadership responsibilities.  
Slater and Nelson (2013) found that student achievement remains low in institutions 
where campus managers are not empowered with the leadership skills required to be 
effective. Wallin (2006, p. 514) points out that most professions have a certain body 
of knowledge and skills which, those who work within the profession are expected to 
possess to improve their effectiveness. Bush (2008a) and Mestry and Singh (2007) 
posit that obtaining a teaching qualification is no longer sufficient for effective 
institutional leadership. Just as engineers, pilots, and lawyers, for example, require 
specific training to acquire the body of knowledge and skills needed to perform 
effectively, so, too, do campus managers (Bush, 2008a; Wallin, 2006). Bush (2008b, 
p. 147) contends that campus leadership may almost be regarded as a second career 
which is distinct from teaching as it requires specific leadership training and 
development. Leadership development plays an important role in shaping the 
performance of leaders and evidence indicates its positive impact on leadership 
practices and the quality of instruction in educational institutions (Orphanos & Orr, 
2014; Stoll & Temperley, 2010).  
Government’s plans to build an expanded and effective PSET system are articulated 
in the White Paper for PSET (DHET, 2013). The main priority indicated in the White 
Paper for PSET is to build an efficient and effective TVET system. In addition, the 
White Paper for PSET identifies the performance of its students as the most important 
indicator for the success of a TVET college. However, the White Paper for PSET also 
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emphasises that, without effective and knowledgeable leadership, TVET colleges will 
not be able to meet their mandate of improving student achievement (DHET, 2013). 
The White Paper for PSET also acknowledges the challenges in relation to leadership 
capacity in TVET colleges and states that “unfortunately, the quality of leadership is 
not as good as is needed in all colleges” (DHET, 2013, p. 19). Despite leadership 
development being identified as a strategic imperative, the DHET has not analysed 
the leadership skills required in TVET colleges and is yet to develop a nationally 
coordinated leadership development programme for campus managers (Hill, 2005). It 
must, however, be pointed out that after the commencement of this study, a pilot 
professional development programme for selected campus managers was initiated by 
the DHET. This pilot programme is discussed later in the chapter.  
Although student academic performance is dependent on a host of factors (Shelton, 
2011), research conducted by Balkrishen and Mestry (2016) suggests that a significant 
correlation exists between the leadership role of the campus manager and student 
achievement. Their findings from a study of TVET colleges in Mpumalanga province, 
South Africa, corroborate the views of many researchers (see, for example, Darling-
Hammond et al., 2007; Fullan, 2014; Leithwood et al., 2004) that, in educational 
institutions, an important predictor of student achievement is the quality of the 
institutional leader. Balkrishen (2015) strongly recommended that the DHET should 
prioritise the professional development of campus managers, with a special emphasis 
on leadership development, as this would play an important role in improving student 
performance and enhancing the quality of TVET colleges. Knowledge of the various 
categories of leadership, including leading instruction, monitoring and evaluation, 
setting direction and developing people (Leithwood & Louis, 2011) which are all 
geared towards improving student academic performance, could empower campus 
managers in their leadership role (Balkrishen & Mestry, 2016). 
Bush (2004) and Slater and Nelson (2013) contend that successful educational 
institutions need effective leadership, management and administration. The belief that 
specific leadership development interventions make a difference to the quality of 
institutional leadership is underpinned by research on the experience of newly 
appointed educational leaders. Sackney and Walker (2006) found, in their study of 
newly appointed educational leaders, that, while the leaders felt confident about their 
management and administration skills, they were not adequately prepared for the 
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leadership demands of the job. In addition, Lunsford and Brown (2017) raised 
concerns about the amount of time and resources expended on management 
development while leadership development is often neglected. Although the 
researcher regards management and administration as important skills that campus 
managers require, this study focused specifically on the leadership development of 
campus managers due mainly to the impact that this element can have on student 
achievement (Balkrishen & Mestry, 2016; Leithwood et al. 2010). 
The findings of Kouzes and Posner (2001) and Wallin (2006) indicate that leadership 
skills may be learned provided appropriate development strategies are used. Similarly, 
the mixed methods study by Barnes, Camburn, Sanders, and Sebastian (2010) found 
that there is considerable potential to systematically build the capacity of campus 
managers through ongoing leadership development interventions that are relevant 
and responsive to the needs of campus managers. On the other hand, Barnes et al. 
(2010) and Earley and Bubb (2004) also found that, in many countries including South 
Africa, the prevailing development programmes in which campus managers engage 
are ineffective, infrequent, fragmented and often irrelevant. The researcher concurs 
with the views of Barnes et al. (2010), Levine (2005) and Mestry and Naicker (2016) 
that campus managers are insufficiently trained for their expanding leadership roles 
and that, when training is provided for TVET college managers it is generally 
uncoordinated and inappropriate. The literature indicates that there is no “one size fits 
all” model for leadership development (Slater & Nelson, 2013, p. 51; Van, McCauley 
& Ruderman, 2010, p. 26) and that leadership development should be viewed as a 
continuum (Bush, 2012, p. 664; Huber, 2010, p. 247; Pont et al., 2008a, p. 136).  
Despite the overwhelming support for the professional development of leaders, Fink 
(2005, p. xii) cautions us that leaders are human beings with their own principles, 
ethics, and values which challenges the traditional beliefs of superhero leadership. 
Fink (2005) reminds us that, in cases where institutions are affected by political 
interference, demotivated staff, lack of funding, insufficient resources, and poverty 
stricken students, the superhero leadership concept may not be sufficient to turn such 
institutions around even with sufficient leadership training.  
If we accept that the leadership of campus managers’ is an important factor impacting 
on student achievement (Balkrishen & Mestry, 2016; Leithwood et al., 2010), then 
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there is significant value in knowing how effective leadership behaviours may be 
developed (Bush, 2008a; Slater & Nelson, 2013; Pont et al., 2008a).  
It is important, when exploring leadership development, that the management function 
is distinguished from the leadership function.  
2.4.1 Management versus leadership 
Due to the degree of overlap, the terms management and leadership are often used 
interchangeably within the educational fraternity (Bolden, 2005; Christie, 2010). In this 
study management and leadership are treated as separate concepts. Management, in 
contrast to leadership, is an organisational concept that relates to the structures and 
processes that enable institutions to meet their goals (Christie, 2010). Bush (2008a) 
links leadership to purpose and relates management to implementation. For example, 
while setting the vision and mission of the campus will be seen as leadership functions, 
the appointment of staff members will be regarded as management functions.  
Brazer and Bauer (2013) and Stroud (2005) found that management responsibilities 
were more easily learnt by educational leaders than leadership responsibilities such 
as leading teaching and learning in TVET colleges. Although historically campus 
managers tended to focus mainly on management activities (Carraway & Young, 
2015; Shelton, 2011), findings by Vaillant (2015) and Leithwood and Hallinger (2012) 
indicate that the emphasis in training programmes is shifting away from management 
functions to leadership functions that promote institutional improvement and explicitly 
seek to raise the standards of student achievement. However, Mertkan (2014) is 
concerned that this shift in focus is to the detriment of management development, and 
consequently, campus effectiveness. Nevertheless, Bush (2007) and Fullan (2014) 
contend that educational institutions require both effective leadership and 
management in order to be successful. The OECD Review of Vocational Education 
and Training report (OECD, 2014) further suggests that, in educational settings, such 
as TVET campuses, management and leadership are so closely intertwined with each 
other that it is unlikely that one of them will succeed without the other.  
Having distinguished between leadership and management, the study delves into how 
leadership can be developed. 
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2.5 CONCEPTUALISATION OF LEADERSHIP DEVELOPMENT 
In order to enhance the understanding of leadership development, conceptualising 
leadership development, principles linked to leadership development and adult 
learning are briefly explained below.  
2.5.1 Leadership and leadership development    
Although there is still no single, consensual, broadly accepted definition of leadership 
(Karadağ, 2015; Pashiardis & Brauckmann, 2009), a central element in many 
definitions of leadership is a process of influence (Bush, 2008c; Northouse, 2004; 
Supovitz et al., 2010). Long (2016, p. 129) describes leadership in a college as the 
“hub around which everything that impacts student performance revolves”. Although 
leadership may be distributed across campus managers, deputy campus managers 
and senior lecturers (Sullivan, 2013), for the purposes of this study, leadership will be 
confined to campus managers and the processes and practices they use to influence 
their staff to improve instructional practices with the aim of enhanced student learning 
(Burke, Marx, & Lowenstein, 2012; Bush, 2008c). The researcher is also cognisant of 
and acknowledges that leadership development is but one step in a broader career 
continuum for campus managers that determines their success and includes 
recruitment, performance evaluation, compensation, and promotion (Cheney & Davis, 
2011).     
The leadership role of a campus manager is a complex and demanding one as it 
operates at the nexus between policy, theory and practice (Ärlestig, 2012; Woulfin, 
2017). Campus managers often experience a significant degree of role conflict and 
role overload due to the competing priorities of stakeholders, including the state, 
parents and labour unions (Catano & Stronge, 2006; Hargreaves, Lieberman, Fullan, 
& Hopkins, 2010; Slater, 2011). Davis, Darling-Hammond, LaPointe and Meyerson 
(2005) argue that the leadership and management requirements of the modern 
campus manager may even exceed the reasonable capacity of any one person. In a 
non-traditional approach to college leadership, multiple campus managers per 
campus are suggested by Grubb and Flessa (2006). In support of this argument, 
Sparks (2002) suggests a model that proposes two campus managers per campus – 
one for instructional leadership and one for non-academic tasks. Although, in the 
South African context, the cost of implementing such a model may not be affordable.   
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There is almost ubiquitous sentiment suggesting that leadership is one of the major 
factors that determines whether an educational organisation, be it a school or college, 
will be successful or not (Balkrishen & Mestry, 2016; Bush, 2008a; DHET, 2015; 
Leithwood et al., 2010; Shelton, 2011; Simkins, 2005). Thus, the leadership 
development of campus managers is vital for the success of TVET colleges (Bush & 
Glover, 2005; McGrath, Badroodien, Kraak, & Unwin, 2004; Mestry, Hendricks, & 
Bisschoff, 2009) with this development requiring an active, co-ordinated, leadership 
development strategy for the TVET sector (Leithwood & Hallinger, 2012). In the TVET 
college context, leadership is a concept that is complex and multi-layered (Bennett & 
Anderson, 2003). In addition, the fluid nature of leadership makes the leadership 
development of campus managers difficult as leadership is not easily learnt (Storey, 
2004).  
The changing demands on the campus manager implies that the traditional methods 
of preparing them are no longer adequate to meet the leadership challenges 
encountered in TVET colleges (Davis et al., 2005; Huber, 2010; Mestry & Naicker, 
2016; Petrie, 2014; Sullivan, 2013). Carver (2016) suggests that, as the college sector 
grows and develops with substantial changes, so, too, must our understanding of how 
to prepare campus managers for critical leadership roles and responsibilities. 
Similarly, Carvan (2015) argues that leadership development should respond to the 
emerging leadership needs due to the evolutionary shift of education rather than train 
for prevailing practice. For example, vertical development in leadership should include 
leadership capacity in order to challenge assumptions and predict emerging trends 
(Carvan, 2015). Hence, innovative leadership development should be the focus of 
significant attention (Balkrishen & Mestry, 2016; DHET 2015; Field et al., 2014; SACE, 
2011).  
For the purpose of this study, leadership development was viewed as a subset of 
professional development (Southwell & Morgan, 2009). Leadership development is 
defined as the expansion of a leader’s capacity to produce direction, alignment, and 
commitment to improve organisational success (Van et al., 2010, p. 20). The purpose 
of leadership development in TVET colleges is to produce more effective campus 
managers so as to improve the quality of teaching and learning. (Australian Institute 
for Teaching and School Leadership (AITSL), 2014; Bush, 2013; Darling-Hammond, 
Hyler, & Gardner, 2017). Hence, the expected outcome of successful leadership 
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development in TVET colleges is improved student achievement (AITSL, 2014; Bush, 
2013; Leithwood & Levin, 2005).  
A succinct summary of important concepts in relation to leadership development is 
presented in Table 2.1, which also illustrates the similarities between the principles of 
leadership development as proposed by Weingarten, Cortese and Johnson (2008) and 
the characteristics of leadership development as suggested by Hunzicker (2010).  
Table 2.1: A comparison of the principles of leadership development and the 
characteristics of leadership development 
Weingarten et al. (2008, pp. 3–6) Hunzicker (2010, pp. 3–8) 
Deepen and broaden theoretical 
knowledge of leadership 
Linked to the ‘big picture’ 
Provide practical knowledge about how 
to apply leadership processes 
Create solutions for everyday 
challenges 
Rooted in the best available research Include interactive learning experiences  
Aligned to leadership standards Linked to standards 
Contribute to improved instruction Have an instructional focus 
Intellectually engaging and address the 
complexity of leadership 
Contribute to institutional goals 
Provide sufficient time, support and 
resources to learn and master new 
practices  
Ongoing and requires sufficient contact 
hours  
Designed by campus managers in 
cooperation with experts 
Allow for sharing practices with peers 
Take adult learning theories into 
consideration 
Use life experiences to make sense of 
new information 
Job-embedded and context specific Job-embedded and authentic 
Source: Compiled from Weingarten et al. (2008) and Hunzicker (2010) 
Avolio (2005, p. 2) makes a compelling argument for leadership development based 
on the view that leaders, such as campus managers, are “made not born”. Avolio 
(2005) asserts that leadership qualities are acquired through a learning process. This 
leads to a view that systematic leadership preparation, rather than inadvertent 
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experience, is more likely to produce effective campus managers (Bush, 2008a). 
However, Vathanophas (2007) cautions that while the technical competencies of 
campus managers such as knowledge and skills may be acquired through a learning 
process, it is far more difficult to develop other competencies such as values and 
attitudes. For example, values such as commitment and integrity, which are critical for 
the success of a campus manager, cannot be easily taught (Mestry & Grobler, 2004). 
This phenomenon is explained by Spencer and Spencer (1993, p. 11) who use the 
iceberg model which identified visible competencies (skills and knowledge) which are 
easier to acquire as opposed to hidden competencies (self-concept, traits and 
motives) which are difficult to develop.  
Bush, Briggs, and Middlewood (2006) and Thompson (2010) advise that leadership 
development should not be left to chance or to individual campus managers but 
instead should be part of a coordinated and planned effort on the part of the national 
government to ensure that national imperatives are not compromised. The use of a 
national leadership framework to enhance coordination of leadership development 
(Pont et al., 2008a) is discussed in greater detail later in the chapter. 
In view of the widespread agreement that leadership development is ongoing and is a 
process (Bush, 2008a; Jensen et al., 2015; Shelton, 2011; Van et al., 2010), 
leadership development as a continuum is discussed next.  
2.5.2 Leadership development of campus managers as a continuum 
Normore’s (2007, p. 14) study on a continuum approach to leadership development 
suggests that leadership growth and development take place in stages which are 
sequential. This continuum approach to leadership development is supported by 
several prominent leadership scholars (see, for example, Bush, 2012; Huber, 2010; 
Jensen et al., 2015; Portin, Alejano, Knapp, & Marzolf, 2006; Stoll & Temperley, 2010; 
Sullivan, 2013; Zepeda, 2013).  
The leadership development of campus managers should not end when they are 
appointed as, in such a demanding environment, it is vital that campus managers 
continue to learn about leading (Mitgang & Maeroff, 2008). Similarly, Jensen et al. 
(2015) argue that, in the same way in which teaching skills continue to be developed 
throughout a teaching career, leadership development is an ongoing process and 
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requires a long-term approach. In supporting the continuum approach, Huber (2010) 
accentuates the importance of tailoring leadership training to the individual needs of 
both aspirant and appointed campus managers depending on factors such as their 
experience and expertise. However, Bush (2009) cautions that, while this personalised 
approach may succeed in meeting the aspirations of individual leaders, in developing 
countries such as South Africa it is unlikely to produce the critical mass of campus 
managers that is needed.  
 
Figure 2.3: Stages of leadership development on a continuum 
Source: Adapted from Jensen et al. (2015) 
Figure 2.3 illustrates Huber’s point that the type of campus manager preparation is 
dependent on where the individual lies on the leadership development continuum 
(Huber, 2010). For example, as Jensen et al. (2015) found, a newly appointed campus 
manager (see point B in Figure 2.3) would require more leadership preparation as 
compared to a campus manager who has more experience and is further to the right 
on the continuum. The growing appreciation and increasing recognition that leadership 
development is an ongoing process that should be linked to the needs of individual 
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leaders is helping to shape the content of leadership development programmes (Bush, 
2008a).  
The development of campus managers should not be confined to attending a few 
conferences but should be viewed as life-long learning that is both ongoing and 
contextual (Pont et al., 2008a; Sullivan, 2013). Leadership preparation of potential 
leaders should commence at an early stage of their career – even before they are 
appointed as senior lecturers (Bush, 2008a; Sullivan, 2013; Slater, 2011). Recognising 
those lecturers who have the potential to take up future leadership positions and 
providing suitable coaching for their development is regarded as one of the critical 
factors in leader development (Fletcher & Mullen, 2012). Sullivan (2013, p. 20) 
provides more details on continuous leadership development in his multiphase stage 
leadership development model (see Figure 2.4). Figure 2.4 presents Sullivan’s (2013) 
depiction of five stages of leadership development in educational institutions. 
 
Figure 2.4: Stages of leadership 
Source: Adapted from Sullivan (2013) 
Lumby et al. (2009) identified similar stages to Sullivan (2013) but went a step further 
by proposing the type of leadership development that should accompany each stage 
(see Table 2.2). A comparative analysis of the description of the five stages of 
leadership of campus managers by Sullivan (2013) and Lumby et al. (2009) is 
presented in Table 2.2 which follows.  
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Table 2.2: Comparative analysis of the five stages of leadership development 
Stage Sullivan (2013) Lumby et al. (2009) 
Emergent Emergent leaders may be 
lecturers who show potential 
and aspire to leadership 
positions, for example, a 
lecturer who manages a 
working committee.  
An orientation phase for lecturers 
who are aspirant campus 
managers to reflect on the role. 
These leaders do not necessarily 
occupy promotional posts but 
display leadership potential. 
Established The established leadership 
stage will include middle 
managers on campuses such 
as senior lecturers and deputy 
campus managers.   
 
Continuous training and 
development while in lecturer, 
senior lecturer and deputy campus 
manager positions. A preparation 
phase before even applying for the 
post. 
Entry into 
headship 
The entry into headship refers to 
the stage when a campus 
manager is newly appointed. 
An induction phase for the campus 
manager once appointed. 
Advanced  Advanced leadership refers to 
campus managers with four or 
more years of experience. 
 
A continuous professional 
development phase to meet the 
individual training needs of campus 
managers. 
Consultant The consultant leadership stage 
recognises that experienced 
campus managers may be used 
to share their wealth of 
experience and expertise with 
the TVET sector.  
A reflective phase which allows 
more experienced campus 
managers to grow by coaching 
newly appointed campus 
managers.   
Source: Adapted from Sullivan (2013) and Lumby et al. (2009) 
Sullivan (2013) found that effective leadership training during the first four stages (see 
Table 2.2) results in high quality campus managers who are then able to enter the 
consultant leadership stage and assist with the development of newly appointed 
campus managers. In the consultant stage campus managers may be used as 
mentors for future and newly appointed campus managers.  
An understanding of how aspiring and incumbent campus managers, as adult 
learners, learn influences the effectiveness of the leadership development 
interventions (Zepeda, Parylo, & Bengtson, 2014). Hence, there is a need to explore 
adult learning theories.  
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2.5.3 Importance of adult learning theories in leadership development 
Since campus managers are adults, andragogy, which is the study of how adults learn 
(Knowles, 1990), forms an integral aspect of the leadership development of campus 
managers (Haynes, Arafeh, & McDaniels, 2014; Zepeda et al., 2014). The leadership 
development of campus managers is a type of adult learning that occurs either on the 
job or during professional learning initiatives such as workshops, seminars or trainings 
(Zepeda et al., 2014). Not only is the content of leadership development programmes 
essential to the successful development of campus managers but so too is the adult 
learning theory that must be applied to ensure the successful delivery of content 
(Weingarten et al., 2008). When leadership development programmes are designed 
using adult learning theory principles and they provide a variety of learning 
experiences, they are more effective in changing the behaviour of the participants 
(Slater & Nelson, 2013; Jensen et al., 2015). Table 2.3 lists some of the scholarly 
perspectives on adult learning theory assumptions from 1984 to 2013.  
Table 2.3: Adult learning theory assumptions 
Adult learning theory assumptions Author 
Adult learning takes place through a process of concrete 
experience, reflection on observation and active 
experimentation.  
Kolb (1984) 
The adult learning process takes place through social 
interaction and the progressive enhancement of performance 
in applying knowledge to solving problems in the work context. 
Brown, Collins 
and Duguid 
(1989) 
Experience is the main resource for adult learning. Knowles (1990) 
Adult learning theory integrates action learning, experiential 
learning, and self-directed learning.  
Conlan, 
Grabowski and 
Smith (2003)  
In adult learning the learner must be actively involved in the 
process, and activities and new knowledge must be tied to 
prior learning. 
Petzko (2004) 
Adults learn when they are ready and when they have a need 
to learn. 
Pappas and 
Jerman (2015) 
Adult learning is promoted through observation, coaching, 
scaffolding, modelling, action learning sets and opportunities 
for reflection on practice. 
Wilson and Xue 
(2013) 
Source: Extracted from Kolb (2014), Knowles (1990), Brown et al. (1989), Conlan et 
al. (2003), Petzko (2004), Pappas and Jerman (2015), and Wilson and Xue (2013). 
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Drawing from the views of the various researchers cited in Table 2.3, it is possible to 
identify central ideas that enhance the leadership development of campus managers. 
These include active participation, being context bound, social interaction, experiential 
learning, and linking theory to practice. Linked very closely to the assumptions of the 
adult learning theory are the principles of adult learning.  
2.5.4. Principles of adult learning 
It is vital that effective leadership preparation programmes incorporate adult learning 
principles in order to best develop the leadership knowledge, skills and abilities of 
campus managers (Jensen et al., 2015; Semadeni, 2009). These principles should 
underpin the design of leadership development programmes from the sequencing of 
content through to the learning experiences and assessment (Jensen, et al., 2015). 
Knowles, Holton and Swanson (2005) suggest that there are four principles that may 
be applied to leadership development of campus managers, namely: 
 Campus managers should be involved in the planning and evaluation of their 
leadership development programmes.  
 Experience (including mistakes) provides the basis for learning activities. 
 Campus managers are most interested in learning subjects that have 
immediate relevance to their job. 
 Learning should be problem-centred rather than content-oriented.    
According to Jensen et al. (2015), traditional leadership development programmes did 
not pay sufficient attention to adult learning theory or principles and, consequently, 
they regularly failed to improve leadership practices as they did not alter the behaviour 
of the participants. Jensen et al. (2015) found that the behaviour of 90% of participants 
could potentially be altered when development activities are combined with “a cycle of 
collaborating with peers, applying their knowledge and receiving feedback on their 
behaviour and learning” (p. 36) (see Figure 2.5).  
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Figure 2.5: Adult learning strategies and changing behaviour 
Source: Adapted from Jensen et al. (2015) 
Figure 2.5 illustrates that more campus managers change their behaviour after 
leadership development training when the learning is relevant, job-embedded and 
includes collaboration with appropriate feedback (Jensen et al., 2015). Similarly, 
Cooper (2008), Lumby et al. (2009) and Semadeni (2009) underscore the importance 
of dovetailing theory with practice during the leadership development programmes of 
campus managers to ensure that the training yields optimum results. In instances 
where the skills are not successfully transferred through demonstration and practice, 
coaching and mentoring may be used to reinforce such transference (Cooper, 2008). 
It is interesting to note that the research conducted by Cooper (2008) suggests that 
the effectiveness of the transfer of leadership skills through theory alone was less than 
5% while demonstration, practice and coaching resulted in a 95% transference rate. 
While understanding how adults learn is essential in designing successful 
development programmes, identifying the key areas for development that will impact 
optimally on the effectiveness of campus managers is as important. It does not matter 
how strong campus managers are in other areas of leadership, if they are ineffective 
in instructional leadership, optimal student performance will not be achieved (Kafele, 
2015).  
2.6 INSTRUCTIONAL LEADERSHIP 
Concurrent with the recent research on institutional leadership is an emerging trend 
which focuses on instructional leadership that impacts directly on the quality of 
teaching and learning (Supovitz et al., 2010). The literature provides numerous 
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findings that identify instructional leadership as a critical component of the professional 
development of educational leaders (see, for example, Bush & Glover, 2004; Hallinger, 
2005; Mestry & Grobler, 2004). The primary role of campus managers in TVET 
colleges is providing instructional leadership (Balkrishen, 2015; Bush, 2008a; 
Hallinger, 2005). While the campus manager is not the sole instructional leader he or 
she is the leader of instructional leaders within the institution (Marks & Printy, 2003, p. 
371). However, the concern expressed by Leonard (2010) is that, in the majority of 
institutions, this role is generally accorded a less important status by campus 
managers.  
Harris (2005) regards instructional leadership as a model of educational leadership 
that emphasises the development of the institution through the development of 
teaching and learning. In his conceptual definition of instructional leadership, Hallinger 
(2005) proposes three dimensions of the instructional role of the campus manager, 
namely, defining the campus mission, managing the instructional programme, and 
promoting a positive campus learning climate. Providing more detail, Stronge et al. 
(2013) point out that instructional leadership focuses on functions such as setting and 
supporting high professional standards, leading teaching and learning processes, 
supporting staff development, and monitoring and evaluating instruction. In other 
words, instructional leadership is a vital component of successful teaching and 
learning in educational institutions (Backor & Gordon, 2015; Brazer & Bauer, 2013; 
Hallinger, 2005). It is important that institutional heads, such as campus managers 
and school principals, who are referred to as curriculum leaders by Gumus, Bellibas, 
Esen and Gumus (2018, p. 30), possess highly developed pedagogical knowledge in 
order to improve curriculum delivery (Brazer & Bauer, 2013).  
Gumus et al. (2018) argue that the prominence of instructional leadership in the last 
decade may have been influenced by the prevailing accountability demands and 
increasing emphasis on student achievement. For example, for TVET colleges in 
South Africa, the National Development Plan 2030 (NDP 2030) set an average 
certification rate target of 75% by 2030 from the 2015 performance of 42% which 
places greater accountability on campus managers (RSA, 2013). Improving the quality 
of learning requires an approach to leadership development which focuses on 
changing the mindset of campus managers to regard the processes of teaching and 
learning as central to their role rather than leaving such matters to middle managers 
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and lecturers (Bush, 2008a).The findings by Shatzer, Caldarella, Hallam and Brown 
(2014) indicate that instructional leadership explains more of the variance in student 
achievement than any other type of leadership theories in literature. Accordingly, if the 
75% certification rate target of the NDP 2030 is to be achieved (RSA, 2013) it is 
imperative that the instructional leadership development of campus managers be 
prioritised (Balkrishen, 2015, Bush, 2008a, Darling-Hammond et al., 2007).   
The provision of high quality instruction is the core business of a TVET college campus 
(Goodwin et al., 2015; RSA, 2013). Consequently, campus managers must be 
knowledgeable about how to provide leadership on curriculum matters if the campus 
is to excel in its core business of teaching and learning (Balkrishen, 2015; Kafele, 
2015) otherwise these managers tend to gravitate toward performing management 
activities with which they are more familiar (Fink & Resnick, 2001). Specifically, such 
managers need to be aware of which leadership roles are necessary if they are to 
improve their efficiency and effectiveness, especially in relation to teaching and 
learning and student achievement (Balkrishen, 2015).  
Merely being aware of their leadership roles is insufficient as campus managers must 
also possess the capacity to successfully implement these leadership roles. (Darling-
Hammond et al., 2007; Mendels, 2012). Anderson and Turnbull (2016) found that 
instructional leadership was the most common leadership skill cited as requiring 
improvement by educational leaders. In addition, one of the findings from the OECD 
(2016) was that educational leaders who participate in instructional leadership 
development are more engaged in instructional leadership actions in their institutions 
as compared to their counterparts. It is, therefore, no surprise that Backor and Gordon 
(2015), Darling-Hammond et al. (2007) and Bush (2008a) recommend that 
instructional leadership should constitute an important component of the leadership 
development of campus managers.  
Nevertheless, some scholars are sceptical about whether campus managers are able 
to carry out their instructional leadership roles effectively. Horng and Loeb (2010) and 
Fullan (2014) suggest that a narrow focus on instructional leadership may prove to be 
ineffective in creating sustainable change in student performance. Supervising 
individual lecturers to perform better is simply impractical (Fullan, 2014), especially as 
the majority of campuses have in excess of 50 lecturers. Instead of micromanaging, 
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the focus of the campus manager should be on cascading accountability across the 
entire institution (Fullan, 2014; Leonard, 2010). Mestry and Naicker (2014) concur and 
add that distributive leadership together with the appropriate delegation of authority 
may be very effective. Leonard (2010) and Semadeni (2009) point out that, due to 
competing priorities such as ensuring safe campuses, dealing with a multitude of 
stakeholders and stretching limited budgets, the campus manager’s efforts to focus 
on instructional leadership are often diluted.   
A common finding by scholars is that the primary reason provided by leaders for 
defaulting on their instructional leadership roles is a lack of time (Brauckmann & 
Schwarz, 2015; Jarvis, Gulati, McCririck, & Simpson, 2013; Klocko & Wells, 2015; 
Kraft & Gilmour, 2016; Leonard, 2010). 
 
2.7 TIME MANAGEMENT 
Desravines, Aquino and Fenton (2016) view time management as the judicious use of 
the campus manager’s time to achieve the goals of the institution. While the 
importance of time management has been widely acknowledged, there is, however, 
little empirical data on what a campus manager actually does on a day-to-day basis 
(Horng, Klasik, & Loeb, 2009). The study on the workload pressures of educational 
leaders by Klocko and Wells (2015, p. 340) identified “insufficient time to get the job 
done’’ as one of highest ranked stressors. These leaders experience difficulties in 
balancing their time, with a disproportionate amount of time being spent on 
administrative tasks (Brauckmann & Schwarz, 2015).   
It has been found that the time factor affects both those campus managers who are 
aware of their critical role as instructional leaders as well as those who regard 
instructional leadership to be lesser importance (Leonard, 2010). Accordingly, Kraft 
and Gilmour (2016) suggest that maximising leaders’ time management skills may 
help them meet the increased demands for instructional leadership. In order for 
leaders to maximise their time, systems should be put in place to enable them to 
manage their time effectively including daily, weekly, monthly and annual schedules 
(Desravines et al., 2016; Marshall, 2013). For example, if the priority of the campus 
manager is to provide instructional leadership, such as setting direction, developing 
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staff, monitoring and evaluation and managing the instruction process, then these 
roles must be broken down into activities and scheduled into the campus calendar and 
the campus manager’ s dairy (Desravines et al., 2016; Marshall, 2013). Desravines et 
al. (2016) found that one of the contributing factors to poor time management was that 
institutions plan their campus calendars, which mirror previous years, merely for the 
sake of compliance but without taking changed expectations into account. 
Balkrishen (2016) concurs with Desravines et al. (2016) and recommends the use of 
detailed weekly plans for the management staff of TVET colleges to enable them to 
better manage their time to achieve the institutional goals. Balkrishen (2016) suggests 
that the weekly plan of the campus manager should include the key result areas 
(KRAs) of the campus manager, the activities linked to the KRAs as well as the 
planned outputs of the activities (see Figure 2.6). Neumerski (2012) found that, if 
leaders schedule time for instructional leadership activities such as lesson 
observations, staff development interventions and monitoring and evaluating student 
performances, such a schedule helps to prevent the campus manager from being 
distracted by “urgent unimportant tasks” (p. 333) (see column 4 in Figure 2.6). 
Balkrishen (2016) also recommends that the majority of items on the weekly plan of 
campus managers should be linked to their role as instructional leader while 
scheduling flexitime on the weekly plan enables the campus manager to deal with 
unplanned activities (Balkrishen, 2016). 
 
Figure 2.6: An extract from a weekly plan of a campus manager 
Source: Balkrishen (2016) 
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Lee and Hallinger (2012) found that in education systems that were more structured, 
planning was more effective and ensured that less time was allocated to administrative 
functions. Leonard (2010) suggests that, to ease the burden of a shortage of time, 
leadership tasks should be distributed by the campus manager. This would also 
ensure that the leadership capital of the entire campus was optimally utilised. Hence, 
campus managers must be trained to able to delegate effectively (Bottoms, 2001; 
Leonard, 2010).  
Just as important as effective time management is to campus managers (Kraft & 
Gilmour, 2016), so, too, is knowing which core instructional leadership skills and 
practices are necessary for improved student achievement (Cotton, 2003; Leithwood 
& Louis, 2011, Mestry, 2013).  
 
2.8 CORE LEADERSHIP SKILLS 
While the main purpose of this study was to explore how the leadership skills of 
campus managers in TVET colleges may be developed, this part of the literature 
review will focus on identifying which instructional leadership skills are associated with 
effective teaching and learning. Accordingly, the recurring themes from the literature 
review regarding the core leadership skills of campus managers, which constituted 
part B of the conceptual framework of the study, are explored. Four broad categories 
of leadership roles were identified, namely, setting direction, developing staff, 
monitoring and evaluation and leading instruction (Cotton, 2003; Hallinger, 2003; 
Leithwood et al., 2004; Marzano et al., 2005; McCaffery, 2010; Pont et al., 2008a). 
Due to the overlapping nature of the broad leadership categories, the sub-categories 
identified in the literature review may be placed in more than one of the broad 
categories. For the purposes of this study, the categorisation as reflected in Table 2.4 
will be used. 
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Table 2.4: Category and subcategories of leadership skills  
Category of 
leadership 
skill 
Sub-category of 
leadership skill 
Sub-categories identified by various 
researchers 
Cotton 
(2003) 
Hallinger 
(2003) 
Leithwood 
et al. 
(2004) 
Marzano 
et al. 
(2005) 
Setting 
direction 
Mission and vision 
 
    
Setting targets     
Communicating 
direction 
    
High performance 
expectations 
    
Developing 
staff 
Leading by example      
Staff development 
programme 
    
Collaborative culture     
Monitoring 
and 
evaluation 
Lesson observations     
Monitors and evaluates 
student performance 
    
Monitors and evaluates 
staff performance 
    
Managing 
the 
instruction 
process 
Knowledge of the 
curriculum, instruction 
and assessment 
    
Curriculum planning 
 
    
Protecting instructional 
time 
    
Providing resources 
 
    
Uses data to inform 
decisions 
    
Source: Adapted from Cotton (2003), Hallinger (2003), Leithwood et al. (2004) and 
Marzano et al. (2005) 
A discussion of the four core leadership categories, namely, setting direction, 
developing staff, monitoring and evaluation and leading instruction follows below. 
2.8.1 Setting direction 
Leithwood et al. (2004) found that setting direction accounts for the largest proportion 
of the leader’s impact on the effectiveness of the institution. The leadership category 
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of setting direction includes leadership practices such as defining the vision, purpose 
and direction of the campus (Fullan, 2014; Grogan, 2013; Hallinger, 2005; Kimmens, 
2014; Leithwood & Louis, 2011). In order to set a clear direction, it is essential that the 
campus manager is able to articulate a common vision, create high performance 
expectations (Cotton, 2003; Hallinger, 2005; Leithwood and Louis, 2011) and then 
communicate the vision and expectations effectively to all stakeholders (Cotton, 2003; 
Day & Sammons, 2016).  
Supovitz and Poglinco (2001, p. 13) caution that, if a vision is held by one person only, 
no matter how powerful the vision may be, it may remain invisible to the rest of the 
institution. Hence, the campus manager should ensure that the institutional vision is 
aligned to the values and culture of both the campus and the community in order to 
secure optimal support (Desravines & Fenton, 2015; Hargreaves et al., 2010; Sullivan, 
2013). In order to achieve this alignment Berke, Kossler, and Wakefield (2008) 
strongly recommend that consultation with all relevant stakeholders should take place 
when determining the future state of the college. Senge et al. (2000, p. 429) concur 
and sagaciously emphasise that this consultation must include labour unions whom 
campus managers should regard as their allies in their quest to build efficient 
institutions.   
An important component of setting direction is the formulation of goals and targets 
(Hallinger, 2005; Hargreaves et al., 2010; Leithwood et al., 2004; Sparks, 2002). 
According to Robinson, Lloyd and Rowe (2008), goal setting is a powerful leadership 
tool in the quest for improving student achievement as it signals to staff which are the 
main priorities of the campus among the myriad of other activities. Leithwood et al. 
(2004) found that staff and students are motivated by goals and targets that they find 
“compelling, relevant, challenging and realistic” (p. 8).  
In South Africa, the CET Act 16 of 2006 (RSA, 2006) and the NDP 2030 (RSA, 2013) 
provide colleges with a national perspective of the expectations and future direction of 
TVET colleges with both documents emphasising student achievement. The NDP 
2030 sets long term student achievement targets for TVET colleges e.g. 75% 
certification rate to be achieved by 2030 (RSA, 2013). The DHET, guided by the NDP 
2030 targets, formulates strategic plans every five years with incremental targets 
(DHET, 2015). Campus managers then set student performance targets for their 
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institutions that are guided by the DHET strategic plan targets (DHET, 2015; Mooney 
& Mausbach, 2008). In order to encourage buy-in, a wide range of stakeholders, 
including labour unions, college councils, student representative councils (SRCs) and 
staff, should be consulted when developing the campus operational plan with 
academic targets (Sparks, 2002). However, setting targets does not automatically 
mean that these targets will be achieved. Thus, the campus manager must ensure 
that meticulously crafted plans are developed to achieve the set targets and then 
monitor and evaluate the implementation of the plans (Hallinger, 2005; Sparks, 2002; 
Taysum, 2010). 
Kimball (2011), Marshall (2013), and Semadeni (2009) all advocate that the 
accountability for achieving student academic performance targets should also be 
cascaded to the level of the lecturer. On the other hand, Cranston (2013, p. 135) 
advises that accountability should not be driven by the “narrow testing regimes” but, 
instead, because it is in the best interests of the students. Jackson (2013) found that 
high-performing lecturers set high expectations with appropriate individual targets for 
students which helped the students perform better. However, Sparks (2002) 
established that many lecturers lack the capacity to transform those targets into short 
term indicators of achievement to enable the regular tracking of student performance 
and the implementation of remedial action where necessary. It is, therefore, clear that 
the campus manager must possess the requisite skills to support such lecturers.  
The campus manager has an integral role to play in strengthening and optimising the 
campus culture to enhance the achievement of institutional goals (Hitt & Tucker, 
2016). A shared vision, mission and values are vital components in the building of an 
efficient, performance-driven campus culture (Desravines & Fenton, 2015; Hallinger, 
2005). The campus values have a maximum impact when they are woven into all 
campus activities, are regularly reinforced among all stakeholders and observed in the 
actions of staff and students (Desravines et al., 2016). The regular and frequent 
promotion of values such as commitment, support, collaboration and trust assists 
campus managers to advance such a performance-driven culture (Day et al., 2005). 
Turnbull et al. (2009) suggest that campus managers hold short, daily staff meetings 
of approximately 15 minutes duration each before the commencement of teaching and 
learning. These short meetings may be used to make announcements, share progress 
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and provide reminders of important activities for the day with such activities reinforcing 
both the direction of the institution and the performance culture.  
Campus managers who influence student achievement positively insist on and expect 
high levels of performance from both staff and students, make these performance 
expectations public (Cotton, 2003; Hallinger, 2009; Hitt & Tucker, 2016), track student 
progress, provide feedback and embrace a culture of accountability (Portin, Knapp, 
Dareff, Feldman, Russell, Samuelson, & Yeh, 2009). Even more importantly, these 
campus managers should play a fiduciary role and create a culture of high trust 
between all stakeholders which fosters a bond that helps to inspire both lecturers and 
students to higher levels of effort and achievement (Leithwood & Louis, 2011). 
Whatever the campus manager models, profoundly shapes the culture and practices 
of the campus (Tschannen-Moran, 2014; Zepeda, 2013). For example, if high 
performances on the part of staff members are recognised and rewarded by the 
campus manager then this activity further moulds the campus’s culture of excellence. 
It is, however, ironical that, as the target-driven collaborative culture becomes deeply 
embedded in the operations of the campus, such a culture becomes less and less 
dependent on the actions of the campus manager and more a function of how the staff 
perform their day-to-day work (Fullan, 2014).  
2.8.2 Developing staff 
Instructional leaders should use every opportunity to improve the skills of their staff 
(Supovitz & Poglinco, 2001). While the management role of campus managers is to 
appoint staff, their leadership role is to strategically improve the instructional capacity 
through relevant staff development activities (Kimball, 2011). In addition, the 
leadership category of developing staff includes leadership practices such as leading 
by example and identifying staff development needs (Sparks, 2002). The main 
objective of developing staff is to improve their capacity so that the goals of the 
institution, such as improved student performance, may be achieved (Hallinger, 2005; 
Leithwood et al., 2006; Supovitz & Poglinco, 2001).  
The proficiency of staff is of critical importance and was candidly articulated by 
Jackson (2013, p. 5) when he stated, “Your institution is only as good as your worst 
lecturer”. According to Jackson (2013), the ultimate goal of leadership is to transform 
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mediocre staff into high performing staff. Jackson (2013) asserts that outstanding 
lecturers may make up for disadvantages which students face such as poverty and 
poor foundational schooling, both of which are prevalent in South Africa. Hence, the 
time and effort spent by campus managers on developing mediocre lecturers to 
become outstanding lecturers is worth the effort. Fullan (2014, p. 58) concurs and 
further stresses the importance of the campus manager driving lecturer development 
in order to stimulate ongoing institutional improvement. Sparks (2002) found that the 
majority of the lecturers in TVET colleges have had minimum training on instructional 
matters such as continuous assessment, setting quality assessments, monitoring 
progress and improving student achievement. However, despite this lack of training, 
most campus managers appear not to prioritise the development of these skills 
(Sparks, 2002). Lingam and Lingam (2016) posit that this may be due to the fact that 
campus managers themselves do not have the requisite instructional leadership skills 
that are necessary for them to demonstrate and model sound pedagogic practices.  
The first step to a successful staff development initiative is to ascertain lecturer 
instruction needs through a needs assessment plan (Jackson, 2013; Rothwell, 
Kazanas, Benscoter, King, & King, 2015). Based on the skills needs of the staff, 
Sparks (2002) strongly advises that campus managers develop a comprehensive staff 
development strategy with a corresponding implementation plan so that staff 
development is not carried out merely for the sake of compliance. Although there is an 
integrated quality management system (IQMS) in place in TVET colleges to assist 
campus managers to ascertain the development needs of lecturers, Mgijima (2014) 
found almost half of campus managers do not implement IQMS due mainly to a lack 
of understanding of the importance of performance appraisal. Campus managers need 
to understand how to tie performance appraisal to their campus improvement plan, 
make such performance appraisal ongoing and provide staff development 
opportunities that will make a difference to student achievement (Humada-Ludeke, 
2013). In view of the dynamic nature of TVET colleges, staff development strategies 
should address both the current and emergent needs of staff (Blasé & Blasé, 2000). 
For example, with most students being excited and knowledgeable about technology, 
it is essential that lecturers are trained on how this excitement may be integrated into 
their lessons.  
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Exemplary leaders use a variety of approaches to enhance staff development 
including, but not limited to, modelling, staff meetings, informal discussions, 
workshops, formal training, induction programmes, mentorship and the formation of 
communities of practice (Humada-Ludeke, 2013). Effective staff development 
activities combine both content knowledge and instructional methods (Bottoms, 2001). 
For example, campus managers can play a pivotal role in the improvement of student 
learning by helping lecturers to understand the theory of sound assessments and, 
thereafter, monitoring the quality of the assessments (Stiggins & Duke, 2008). In 
addition, providing appropriate feedback on the quality of assessments monitored will 
result in further improvements.   
Instructional improvement requires continuous learning. This learning is enhanced 
through leadership modelling (Bottoms, 2001; Pont et al., 2008b). Hitt and Tucker 
(2016, p. 547) contend that leading by example or modelling is an often underrated 
staff development strategy. Leading by example demonstrates to lecturers what is 
expected of them in terms of professional standards (Cotton, 2003; Hallinger, 2005; 
Hitt & Tucker, 2016). Campus managers may influence the behaviour of staff by the 
example they set (Tschannen-Moran, 2014; Strike & Nickelsen, 2011). Brundrett et al. 
(2003) suggest that campus managers deliberately and consciously demonstrate in 
their daily actions the core values and behaviours they wish to promulgate in their 
institutions. For example, if campus managers want their staff to work collaboratively 
then they must demonstrate this practice in their actions.  
It is incumbent on campus managers to acquire skills in leading staff development. 
They should serve as models of professional life-long learners themselves (Humada-
Ludeke, 2013, Slater & Nelson, 2013) while also championing the professional 
development of their staff (Sparks, 2002). However, the professional development of 
staff is not the sole responsibility of the campus manager. Chavez, Gomez, Valenzuela 
and Perera (2016) suggest that campus managers should also encourage the self-
development of their staff in terms of which the responsibility for staff development is 
shared with individual staff members. The staff development process is more effective 
when staff members take ownership of it and feel responsible for their own progress 
(Carvan, 2015; Petrie, 2014).  
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If self-development is to be successful, Örtenblad (2004, p. 136) and Retna and Ng 
(2016, p. 11) suggest that campus managers should create a learning climate by 
providing resources and making time available to encourage individuals to practise 
on-the-job instructional learning. Instead of focusing on developing individual 
lecturers, campus managers should use the learning climate created to develop 
learning communities where best practices are shared within the campus (Humada-
Ludeke, 2013; Jensen et al., 2015; Portin et al., 2006). Harris, Jones, and Huffman 
(2017) strongly suggest that campus managers should support lecturer-led 
professional learning communities as these communities may be invaluable resources 
with the capacity to develop innovative solutions to the complex problems encountered 
in TVET colleges. Making a few hours per month available for professional 
development is possible if campus managers either provide early-release days where 
appropriate or hire substitute lecturers for invigilation during tests and examinations 
(Sparks, 2002). While supporting campus managers assigning time off for professional 
development, Sparks (2002) emphasises that lecturers must also sacrifice their 
personal time to participate in professional development programmes. 
Sparks (2002) agrees with the important role that staff development plays but cautions 
that many staff development activities are ineffective and leave lecturers’ knowledge 
and skills “essentially untouched” (p. 24). In order to improve their effectiveness, 
Sparks (2002) and, Zimmerman and May (2003) strongly recommend that staff 
development activities should be evaluated through appropriate feedback 
mechanisms and suggest that these evaluations guide future capacity development 
initiatives. While developing staff is important, oftentimes the candidate appointed to 
lecture may not be suitable in the first place. Hassenpflug (2013) strongly recommends 
that campus managers participate in the selection and recruitment process to ensure 
the appointment of suitable candidates with strong instructional skills. 
As the levels of accountability of campus managers’ increases (Bush et al., 2011), 
results-driven education will require targeted staff development, the value of which will 
be determined by whether such development brings about the changes in lecturer 
behaviour that ultimately improve student performance (Grogan & Andrews, 2002). 
Slater and Nelson (2013, p. 47) concur and contend that staff development is not a 
one size fits all approach as lecturers possess different qualifications, experience and 
expertise and, hence, development should be aligned to their individual needs. There 
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is adequate evidence that, when educational leaders institute well-designed staff 
development programmes, which are relevant and responsive to the instructional 
needs of their staff, student learning improves (Sparks, 2002). Lambert (2012) 
purports that there are no short-term solutions and that organisational staff 
development should be continuous, sustainable and long-term.  
Monitoring and evaluation, which is discussed next, is one of the tools that may be 
used by the campus manager to determine the development needs of staff (Pont et 
al., 2008a).   
2.8.3 Monitoring and evaluation 
The Strengthening, Monitoring and Evaluation System (SMES) Project report defines 
monitoring as the collection of data on specified indicators to establish the progress 
achieved (SMES, 2009). Within the TVET college context evaluation may be seen as 
a process which helps the campus manager determine the effectiveness of activities 
which have been implemented (SMES, 2009).   
The leadership category of monitoring and evaluation includes the leadership 
practices of planning, lesson observations, walkthroughs, reporting, monitoring staff 
and student performance, student surveys, lecturer self-assessments, and review 
meetings (Marzano, Frontier, & Livingston, 2011; Mooney & Mausbach, 2008). These 
monitoring and evaluation practices are also referred to as instructional supervision 
(Mooney & Mausbach, 2008, p. 127). The primary purpose of instructional supervision 
is to promote the professional growth and development of lecturers with the ultimate 
goal of enhancing student performance (Marzano et al., 2011; Zepeda, 2013). Boston, 
Henrick, Gibbons, Berebitsky, and Colby (2017) argue that one of the essential 
leadership skills required by campus managers is the ability to differentiate between 
high-quality and low-quality instruction across various subjects which they hypothesise 
may be developed through relevant instructional leadership training.  
Balkrishen (2016) points out that, in order to deliver high levels of student 
performance, well-crafted plans and implementation strategies are essential. 
However, without effective monitoring and evaluation processes, the best crafted 
plans do not always guarantee success (Balkrishen, 2016; Goodwin et al., 2015). 
Hence, campus managers should monitor and evaluate the implementation of the 
various plans to detect early signs of success or failure and, if necessary, put 
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interventions in place to remedy poor performance (Harris & Lambert, 2003). Effective 
monitoring is ongoing and takes place throughout the year (DuFour & DuFour, 2012). 
Govender et al. (2016) found that, due to the lack of leadership development, 
educational leaders have poor capacity and lack the confidence required to effectively 
lead monitoring and evaluation to improve institutional outcomes such as student 
achievement.   
Chapman et al. (2007) found that instructional supervision is one of the areas where 
campus managers are the least effective with many not even regarding it as part of 
their role. Stark, McGhee and Jimerson (2017) attribute this ineffectiveness mainly to 
a lack of relevant training and development. Some campus managers confuse 
instructional supervision with performance appraisals and often perform these 
assessments once a year only (Ponticell & Zepeda, 2004) while others confine 
instructional supervision to checking whether work has been completed rather than 
evaluating the quality of the teaching and learning (Bush, Joubert, Kiggundu, & Van 
Rooyen, 2010). Spillane, Parise and Sherer (2011) suggest that, in order to improve 
staff member support for instructional supervision, campus managers should ensure 
that supervision expectations are transparent and implemented consistently. In 
addition, campus managers may require support from outside the campus when 
implementing an improvement strategy (Knapp, Copland, & Talbert, 2003). For 
example, the study by Rubinstein and McCarthy (2016) suggests that healthy 
relationships between employee organisations and management enable a conducive 
campus environment that supports instructional supervision.  
Kafele (2015, p. 39) and Holland (2008, p. 2) point out that campus managers “cannot 
lead from the main office”. Instead, campus managers must be visible and accessible 
to both staff and students as this helps to strengthen mutual trust and respect 
(Collinson & Collinson, 2009). Classroom observations and walkthroughs are activities 
that increase the visibility and accessibility of campus managers. There is, however, 
often a disjuncture between the expected instructional practices and those that are 
actually taking placing in classrooms (Zepeda & Lanoue, 2017). Classroom 
observations provide authentic information which campus managers may utilise to 
address this disjuncture and improve instructional practices (Bellanca & Fogarty, 2013; 
Klette, & Blikstad-Balas, 2018). 
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Campus managers should possess the requisite knowledge and skills to conduct 
effective lesson observations themselves and be able to guide their management staff 
to do likewise (Boston et al., 2017; Goldring et al., 2015). In the absence of leadership 
development, campus managers remain unsure of what to look for or how to intervene 
during lesson observations (Hourani & Stringer, 2015). According to Marzano et al. 
(2011), the following are characteristics of comprehensive lesson observations: 
 Comprehensive lesson observations are normally carried out for an entire 
lecture.  
 Lesson observations may be unannounced although they are more effective if 
planned by the campus manager and the lecturer being observed.  
 Typically, the comprehensive lesson observation involves a pre-lesson 
observation meeting where the campus manager and the lecturer identify what 
the focus of the observation will be.  
 After the lesson observation, a post-lesson observation meeting takes place 
where the campus manager provides feedback on the lesson observation. 
Turnbull et al. (2009) found that, although some campus managers observed 
instruction, there was infrequent or inadequate feedback from these campus 
managers. The importance of feedback to lecturers after lesson observations is often 
understated. Archer et al. (2016) emphasise that, in order for lesson observations to 
be successful in improving the quality of teaching and learning, it is imperative that 
campus managers provide unbiased and meaningful feedback to the lecturers. This 
entails providing timeous, written feedback which directs the lecturer’s attention to the 
learning process as this feedback outlines the particular details involved in the task 
performance and provides clarity on how particular steps were performed including 
how they may be improved (Khachatryan, 2015; Pollock & Ford, 2009).  
Walkthroughs, a less formal method of classroom observation, are effective as they 
increase the visibility of the campus manager (Cotton, 2003; Strike & Nickelsen, 2011), 
allow more frequent observations, and enable the campus manager to identify patterns 
of instructional practice on the campus (Marzano et al., 2011). In addition, the 
walkthroughs help campus managers to determine whether lecturers are 
implementing the campus improvement plan and, if not, to hold them accountable 
(Bottoms & Schmidt-Davis, 2010; Marzano et al., 2011). Kimball (2011) points out that 
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a further benefit of walkthroughs is that, if generic problems are observed such as poor 
student discipline or a lack of punctuality on the part of the students and/or staff, these 
may be immediately addressed by the campus manager. The cautionary advice from 
Bambrick-Santoyo (2012) is that if walkthroughs are viewed in isolation the “snapshot 
of instruction observed in a few moments” (p. 70) may prove to be inaccurate and 
misleading. Consequently, Marzano and Toth (2013) recommend that the data from 
walkthroughs should be used to augment other monitoring and evaluation data in order 
to provide a more balanced view. 
Monitoring and evaluating lecturer records, such as portfolios of assessment, and 
student work, such as portfolios of evidence, is also an important component of 
instructional supervision (Glickman, 2002; Marzano et al., 2011; Mooney & Mausbach, 
2008). The purpose of this supervision exercise is to measure and verify student 
achievement (Bellanca & Fogarty, 2013), determine shortcomings and advise 
lecturers on improvement strategies. Govender et al. (2016) found that limited time 
and effort is spent by educational leaders on monitoring and evaluation activities and, 
in most cases, was performed merely for compliance purposes and not to improve 
student achievement. Hence, Marzano et al. (2011) advise that campus managers 
should be trained to be able to shift the purpose of their monitoring and evaluation to 
specifically improving student academic performance.  
The analysis of student performance is a critical evaluation strategy as it is possible to 
detect poor performances at an early stage so that remedial measures may be put in 
place to improve student performance (Akram, Kiran, & İlgan, 2017; Balkrishen, 2016). 
In addition, a recommended practice for campus managers is to provide students and 
their parents with assessment results on a regular basis (Akram et al., 2017; Cotton, 
2003). Another monitoring and evaluation strategy is the use of surveys. Student 
surveys, comprising strategically designed questionnaires, may provide valuable 
feedback to both management and staff (Marzano et al., 2011; Marzano & Toth, 2013). 
Marzano and Toth (2013) found that student feedback through surveys augmented 
the data gathered from lecturer observations and provided more comprehensive 
feedback for educational leaders.  
Holding quarterly performance review meetings is a further monitoring and evaluation 
strategy that is gaining prominence (Schmoker, 2016). Based on the performance 
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targets set, result-focussed meetings are held quarterly between the campus manager 
and staff members (Schmoker, 2016). The optimal use of data at these review 
meetings will ensure the discussions remain objective and also help to reduce conflict 
(Honig & Coburn, 2008) and, as such, quarterly review meetings are an excellent 
monitoring strategy to ensure high levels of accountability (Marshall, 2013; Schmoker, 
2016). Although the performance review meetings may, at times, be uncomfortable, 
performance review meetings allow the campus manager to identify poor staff 
performance at an early stage and intervene where necessary (Schmoker, 2016). 
When consistent poor performance is identified at the performance review meetings, 
it is important that campus managers take immediate action, initially linked to support 
and development that may later progress to disciplinary sanctions (Firestone, 2014; 
Kimball, 2011). Kimball (2011) cautions that, if campus managers do not deal with 
poor performing staff, this may reinforce a culture of non-compliance, promote 
mediocrity and decrease the motivation levels of high-performing staff.  
However, Rigby et al. (2017) suggest that the benefits of monitoring and evaluation 
are unlikely to result in significant improvements unless campus managers receive 
adequate training and support in its implementation. Eddington and Eddington (2011) 
contend that monitoring and evaluation systems at TVET institutions remain “captives 
of an outdated paradigm” (p. 267) and that industry must share modern strategies with 
colleges to catalyse improvement in current systems.  
The last category of leadership roles and, arguably, the most important is that of 
campus managers leading instruction. 
2.8.4 Leading instruction  
This leadership category of leading instruction includes the leadership practices of 
protecting instructional time, knowledge about pedagogy, providing resources, use of 
technology and use of data to inform decisions (Jensen et al., 2015).  
2.8.4.1 Knowledge of instruction 
The primary responsibility of the campus manager is to promote learning and hence 
the success of all students (Lunenburg, 2010; Marzano et al., 2011). Effective campus 
managers should have a “laser-like focus” (Mendels, 2012, p. 56) on the quality of the 
instruction being delivered. This emphasis placed on teaching and learning by the 
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campus manager sends a clear message to the staff, students and stakeholders that 
student achievement is of paramount importance (MacNeill, Cavanagh, & Silcox, 
2003; Shaked & Schechter, 2016; Sparks, 2002). Consequently, it is of critical 
importance that campus managers are knowledgeable about pedagogy, instruction 
and assessment to enable them to credibly and competently participate in and lead 
discussions, workshops and staff development activities (Cotton, 2003; Jensen et al., 
2015; Marzano et al., 2005, Pont et al., 2008a). Darling-Hammond et al. (2009) concur 
with this point of view, adding that campus managers who lead instruction by active 
involvement in teaching and learning activities impact positively on both staff 
motivation and student performance.  
2.8.4.2 Usage of data 
Effective campus managers recognise the importance of data usage and the need to 
be proficient in and knowledgeable about using data to make strategic instructional 
decisions in order to improve student learning (Cotton, 2003; Day et al., 2009; Datnow, 
2014; Heritage & Chen, 2005; Newton & Burgess, 2017; Stronge, Richard, & Catano, 
2008). It is important that data is used not only to identify problems but that it also be 
used to help solve them (Leithwood et al., 2010, Portin et al., 2009). For example, 
campus managers should be able to use data to identify poor performing lecturers, 
design and implement a campus improvement plan and then check for the 
effectiveness of the improvement intervention. Hargreaves et al. (2010) recommend 
that campus managers be trained in the efficient use of data to enable them to 
confidently support staff in its use. However, data-informed leadership involves more 
than merely collecting and analysing student achievement data (Datnow & Park, 2014; 
Marsh & Farrell, 2015) as it also involves actually using the data to determine the root 
causes of the poor performances (Bottoms & Schmidt-Davis, 2010) and, 
consequently, make better decisions to address the poor performances (Flowers & 
Carpenter, 2009).  
Heritage and Chen (2005) caution campus managers that inadequate knowledge of 
data analysis and usage will hamper their goals in respect of student achievement. 
James-Ward, Fisher, and Frey (2013) found that in cases where campus managers 
lacked data analysis skills, the vast amounts of data that are available may often 
overwhelm these campus managers to the point where they become “paralyzed in the 
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analysis phase and are unable to use the analysis to move to action” (p. 3). Although 
often undervalued, non-academic data such as attendance rates, late coming and 
disciplinary records also play a significant role in determining the effectiveness of 
campus improvement interventions (James-Ward et al., 2013). For example, a rise in 
student disciplinary cases should prompt the campus manager to initiate a further 
investigation into the root causes of the change and how they may be addressed.  
2.8.4.3 Provision of resources 
As the funding for TVET colleges becomes increasingly more constrained, the 
provision of resources and maximising their usage to improve instruction become even 
more significant (Cotton, 2003; Humada-Ludeke, 2013; Marshall, 2013). In view of the 
fact that the provision of infrastructure and staff is controlled at a national level, campus 
managers focus mainly on providing lecturers with learning and teaching support 
materials, equipment, teaching aides, budgets for professional development and the 
technologies necessary for successfully executing their jobs (Hitt & Tucker, 2016; 
Marshall, 2013; Marzano et al., 2005). In his study of campus managers in 
Mpumalanga province, South Africa, Balkrishen (2015) found that the role played by 
campus managers in the provision of teaching resources was perceived as being poor 
and required urgent attention. In addition, the limited resources available were often 
not optimally utilised (Balkrishen, 2015). Due to the limited budgets it is incumbent on 
campus managers to develop their entrepreneurial skills to be able to generate funds 
and improve the resources of their campuses (Humada-Ludeke, 2013; Slater, 2011). 
In addition, building external support, in the form of partnerships, may contribute 
significantly to providing an additional funding stream (Humada-Ludeke, 2013).   
2.8.4.4 Use of technology 
Technology has revolutionised the world. However, Tirozzi (2001) laments the fact 
that, although the type of learner entering colleges has changed drastically, the 
pedagogical knowledge base of the lecturers has not changed correspondingly. 
Technology creates significant opportunities for improved learning (Killion, 2013). It is 
thus vital that campus managers are knowledgeable about the potential of technology 
to impact on pedagogy (Brundrett et al., 2003; Militello, Friend, Hurley, & Mead, 2011) 
and how to assess the effects of technology assisted learning (Backor & Gordon, 
2015). Technology-savvy campus managers may then guide lecturers to effectively 
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integrating technology-rich digital tools into their classrooms to improve the quality of 
the teaching and learning (Bellanca & Fogarty, 2013; Fullan, 2014). Stronge et al. 
(2008) agree with these sentiments and add that the use of technology can enhance 
both student learning and staff effectiveness provided that staff are adequately trained 
to use this invaluable resource. 
2.8.4.5 Protection of instructional time 
Campus managers need to create safe, orderly and supportive environments for both 
staff and students, with minimal disruptions, so that the focus on student learning and 
performance is not compromised (Robinson et al., 2008). Research by Cotton (2003) 
postulates that instructional time lost due to non-academic activities lowered student 
performance. The campus manager plays an important role in protecting instructional 
time by ensuring that lessons begin and end on time, all classrooms are protected 
from disturbances (noise, frequent announcements, interruptions by visitors) and 
extra-curricular activities and meetings are not scheduled during instruction time 
(Akram et al., 2017; Cotton, 2003; Leithwood et al., 2006; Marzano et al., 2005). In 
TVET colleges in South Africa the campus manager must also be able to deal 
efficiently with queries and complaints from both labour unions and SRCs so as to 
avoid or reduce student or staff protest action (Balkrishen, 2016).  
Having discussed the types of leadership skills that are deemed important for effective 
leadership, the literature review will now examine various strategies of how these 
leadership skills may be developed or strengthened in practicing and aspiring campus 
managers. 
 
2.9 DIFFERENT FORMS OF LEADERSHIP DEVELOPMENT  
While the importance of leadership development of campus managers was explained 
earlier in the chapter, the type of leadership development that campus managers 
receive is as crucial (Stronge et al., 2008). The leadership development of campus 
managers is most effective if different forms of leadership preparation are carefully 
integrated (Slater & Nelson, 2013; Supovitz, 2015). These forms include a range of 
interventions (see Figure 2.7) such as job embedded learning, communities of 
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practice, action research, workshops and seminars, formal qualifications, coaching 
and mentoring, and induction (Slater & Nelson, 2013).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
Figure 2.7: Interventions used to develop the leadership capacity of campus 
managers  
Source: Adapted from Darling-Hammond et al. (2007) 
The literature review examined the various practices in relation to the leadership 
development of educational leaders from around the world including countries such as 
the United States of America (USA), United Kingdom (UK), Australia, Singapore and 
Hong Kong as well as South Africa. The recurring themes of leadership development 
that emerged from the literature review formed Part A of the conceptual framework 
underpinning the study and around which the research process was structured. 
Despite the fact that there is a significant overlap between the various leadership 
development forms, which makes precise delineation difficult (Hezlett, 2016), they may 
be grouped into three broad categories, namely, formal development, informal 
development and experiential development (Pont et al., 2008b; Slater & Nelson, 2013; 
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Sullivan, 2013). These three leadership development categories formed the nucleus 
of the conceptual framework which provided a blueprint for this study and a useful lens 
through which to reflect on the various leadership development practices that enhance 
the instructional leadership capabilities of campus managers.  
Existing literature on leadership development indicates that, while there is increasing 
research on the way in which leaders influence institutional effectiveness, less is 
known about how to develop these capacities (Davis et al., 2005; Miller et al., 2016). 
Knapp, Copland, Plecki, and Portin (2006) believe that the poor leadership capabilities 
of campus managers may be changed by creating conditions that guide and support 
leaders who wish to improve the quality of learning. One of these conditions is the 
provision of effective leadership development. In their comparative study of leadership 
development in more than twenty countries, Leithwood and Hallinger (2012) found that 
in those countries where leadership development was centralised, standardised, 
aligned to prescribed standards, closely monitored, adequately funded, mostly 
mandatory and quality assured by the respective provincial departments of education, 
such leadership development was more effective and enjoyed greater credibility on 
the part of the educational stakeholders. Ingvarson (2013) is of the opinion that, if the 
capacity of campus managers to create the organisational conditions that support high 
quality instructional practice are developed, then student performance will improve 
over time. 
A growing body of existing literature suggests that the leadership development of 
educational leaders is a complex issue and, as such, there is no blueprint or right way 
to carry out leadership preparation (see, for example, Bush & Glover, 2005; Pont et 
al., 2008a; Sullivan 2013). What works for one campus manager may not necessarily 
work for another due to a myriad of contextual factors (Crick, Barr, Green, & Pedder, 
2017). This view is further corroborated by Goldberg (2001) who conducted 43 
interviews with high profile educational leaders and concluded that there is “no 
algorithm for success in leadership development” (p. 757), although there are some 
commonalities which effective educational leaders tend to share. Slater (2011) 
proposes that, while leadership development training should have a core of common 
content, such training should still provide broad experiences to cater for different 
campus contexts. Myran and Sutherland (2016) concur with this view and explain that 
it is essential to provide leadership developmental skills that may be customised to 
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suit the nature and contexts of the various campuses across the country. For example, 
the leadership development needs of the campus manager of a poor performing 
campus in a rural area of Mpumalanga province will display nuanced differences to 
those of a campus manager in a high performing campus in the metropolitan area of 
Gauteng province.  
In short, existing research suggests that effective leadership development for campus 
managers should be ongoing, linked to rigorous leadership standards, embedded in 
practice and also strengthen the capacities of campus managers to improve teaching 
and learning while creating highly effective institutions (Shelton, 2011). While the 
importance of the development of educational leaders is widely recognised (see, for 
example, Bush & Jackson, 2002; Huber, 2010; Mestry & Singh, 2007), traditional 
methods of developing educational leaders are “individualistic, and their relevance in 
the current complex education context is questionable” (Mestry & Naicker, 2016, p. 3). 
Backus, Keegan, Gluck, and Gulick (2010, p. 145) posit that experiential, informal and 
formal development are the most effective in developing leaders when a 70-20-10 
distribution is followed. In this distribution, 70% of learning is realised from experiential 
development, 20% from informal development and 10% from formal development 
(Backus et al., 2010). While the optimal distribution of the categories (experiential, 
informal and formal development) may vary from one profession to another, each 
category plays a vital role in the leadership development process and finding the right 
mix is dependent on factors such as the quality, accessibility, and affordability of 
various leadership development opportunities (Slater & Nelson, 2013, p. 64). Jensen 
(2016) found that the trend that is gaining prominence in leadership development is 
the combination of the formal training offered by universities in combination with 
informal and experiential training in the workplace.   
Slater and Nelson (2013, p. 47) point out that, irrespective of whether development is 
formal, informal or experiential, the following aspects should be considered in the 
leadership development of campus managers:  
 Improve student achievement; 
 Prepare for complex role; 
 Ensure optimum outcomes for TVET college stakeholders;  
 Cater for ‘not one size fits all approach; and 
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 Link to stage-related needs. 
A discussion of the three categories of leadership development, namely; informal 
development, formal development, and experiential development (Pont et al., 2008b, 
Slater & Nelson, 2013; Sullivan, 2013), which anchor the study, is presented below.  
2.9.1 Informal development 
The informal leadership development of campus managers is often not formally 
structured (Eddy, 2010), does not usually result in a qualification, may occasionally 
appear to be similar to formal coursework (Pont et al., 2008b) and includes practices 
such as attending workshops and conferences, networking, participating in 
communities of practice, mentoring and coaching (Slater & Nelson, 2013). Typically, 
these programmes should be made available at several points of the campus 
manager’s career, beginning as leadership training during middle management, 
continuing as preparation for promotion, and supplemented once appointed as a 
campus manager (Leithwood & Hallinger, 2012). The sharing of knowledge, skills and 
best practices through the various informal development strategies plays a significant 
role in developing the core leadership roles of campus managers, namely; setting 
direction, developing staff, monitoring and evaluation, and leading instruction 
(Normore, 2007; Retna, 2015; Slater & Nelson, 2013; Sullivan, 2013; Tynjälä, 2008). 
The harnessing of collective wisdom and experience to develop leadership in a 
collegial environment, such as communities of practice, is one of the main reasons 
why informal development is effective (Crick et al., 2017). 
According to Stoll and Temperley (2010), in-service training constitutes a significant 
component of informal development.  
2.9.1.1 In-service training 
The terms in-service training and staff development are often used interchangeably 
(Cooper, 2008). As opposed to preservice development which occurs before being 
appointed, in-service development occurs after the appointment of the campus 
manager (Cooper, 2008). Adapting the definition of in-service training from the 
International Labour Organisation (ILO) report on Global Employment Trends, in-
service training for campus managers would include all those practices that enable 
them to refresh or upgrade their professional knowledge and competencies in the 
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course of their employment (ILO, 2012, p. 4). Sullivan (2013) concurs with this view 
and adds that in-service training is even more relevant in the dynamic TVET sector 
which is evolving rapidly and bringing with it new challenges. 
Pont et al. (2008a) and Schleicher (2012) suggest that in-service training should be 
offered periodically to campus managers, at a regional or national level, so that 
campus managers can update their core leadership skills and keep abreast with the 
latest developments in instructional development. In-service programmes should 
combine theory and practice (Huber, 2010; Slater & Nelson, 2013), provide scaffolded 
learning experiences under the guidance of experienced mentors (Lambert, 2003; 
Stringer, 2013), offer opportunities to actively reflect on leadership experiences, and 
foster peer support (Lambert, 2003; Peterson, 2002). Veteran campus managers tend 
to interpret and translate information differently from newly appointed campus 
managers due to their greater experiences on which they may draw (Lovely, 2004). 
Hence, in-service training and support should be designed in such a way so as to 
accommodate these differences.   
In the absence of mandatory preservice training or formal leadership qualification, as 
is the case for campus managers in TVET colleges in South Africa, the role of in-
service leadership development becomes even more significant in developing 
instructional leaders (Darling-Hammond et al., 2007). According to Mestry and 
Schmidt (2010), in addition to a lack of national co-ordination, several other factors 
hinder effective leadership in-service training in South Africa including a lack of 
capacity on the part of both provincial and regional departments to implement effective 
in-service training programmes. Chapman et al. (2007) and Wilson and Xue (2013) 
contend that, even in those countries that invested heavily in nationally determined in-
service training programmes, it is unclear how effective the impact of in-service 
leadership development has been on improving instructional leadership and, hence, 
promoting sustainable change in the quality of teaching and learning.  
2.9.1.2 Workshops, conferences and seminars 
Workshops, conferences and seminars have the potential to provide pragmatic and 
procedural knowledge, socialisation, networking opportunities and professional skill 
development (Slater & Nelson, 2013). Attending workshops and conferences is 
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regarded as a traditional type of informal professional development that is fairly 
common (Darling-Hammond et al., 2009). 
Subsection 30(a)(ii) of the Skills Development Act of 1998 compels employers, 
including TVET colleges, to spend 1% of their wage bill on staff development (RSA, 
1998a). Where funding is available, South African campus managers choose to attend 
either a one-day or two-day generic leadership conferences primarily to ensure 
compliance with national legislation (Chapman, 2005). Once-off workshops or 
conferences have little effect in changing instructional leadership practice although 
they may provide information in an interesting format (Slater & Nelson, 2013). Levine 
(2005, p. 23) supports these views, adding that, in the main, the consultants who 
present the workshops lack institutional experience and present theoretical ideas that 
pander to the popular messages educational leaders prefer but which are actually 
disconnected from the instructional leadership development needs of campus 
managers and their institutions. It is uncommon for consultants to succeed in moving 
the attendees beyond their comfort zones or challenging them to explore alternative 
approaches, beliefs, and practices (Slater & Nelson, 2013). A further common issue 
in respect of workshops and seminars is often the lack of a research basis for the 
content presented (Slater & Nelson, 2013) especially in view of the limited data on 
leadership development in TVET colleges in South Africa. This implies that the 
informal leadership development that is presented by means of workshops, seminars 
and conferences may be theoretically unsound, promoting the status quo, limited, and 
biased (Slater & Nelson, 2013).   
It is commonly observed that, when leaders return from workshops, seminars and 
conferences, they are excited to try out ideas and strategies to which they were 
introduced in order improve instruction. However, because of the unrelenting day-to-
day demands of managing an institution, they are usually unable to put these ideas 
and strategies into practice (Whitaker & Breaux, 2013, p. 87). In view of the fact that 
supervisors do not routinely monitor the impact of attendance at a workshop, seminar 
or conference, there is no pressure on campus managers to use the ideas gleaned 
from the informal leadership training to change their leadership practices (Whitaker & 
Breaux, 2013). Lowman (2016) also voiced his scepticism of the success of workshops 
as a form of leadership development and suggested that, to improve the effectiveness 
of workshops, they should be combined with mentoring and coaching. Lowman (2016) 
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argues that this would allow campus managers the opportunity to try out their learning 
from the workshop under the safety of a mentor. Notwithstanding the cautionary advice 
of Lowman (2016), Slater and Nelson (2013), Whitaker and Breaux (2013), and Levine 
(2005), informal leadership development may, in fact, be beneficial if it is coherently 
planned, on-going, job-embedded, assessed, and linked to improving student 
performance (Bizzell, 2011; Gumus & Bellibas, 2016).  
In line with the recommendations of Bizzell (2011) for effective informal leadership 
development, the DHET introduced a professional development programme for 
campus managers in 2017. The DHET identified 40 low-performing campus managers 
and presented two sets of week-long training sessions per year in a workshop format. 
The main purpose of the informal development programme was to improve the quality 
of the campuses by enhancing the effectiveness of campus managers (Naicker & 
Mestry, 2013). In order to enhance the effectiveness of the training, credible leaders 
from within the TVET sector with a proven institutional track record designed and 
presented the curriculum (Levine, 2005). The researcher made every effort to present 
this information in an unbiased and objective manner as he was one of the lead 
presenters of the professional development of campus managers programme.  
The informal development programme required campus managers to implement the 
agreed upon ideas and strategies shared at the workshops when they returned to their 
campuses. Regional officials were assigned to monitor the implementation of the 
workshop strategies by the campus managers. Campus managers were expected to 
write reports on various aspects of the programme which were then assessed by the 
regional officials. Avoiding once-off workshops and opting for multiple sessions over 
extended periods may, instead, have a greater impact on learning and the 
development of campus managers (Peterson, 2002). In order to enhance the benefits 
of the programme, the inaugural phase was planned for a three-year period (Bizzell, 
2011) and scheduled for completion in 2019. Once the professional development of 
campus managers programme has been evaluated (Halverson, Kelley, & Shaw, 2014) 
and found to have a positive return on investment (Collins, 2015), a second phase 
may be rolled out to include a further cohort of campus managers in 2020. Jensen et 
al. (2015) caution that the link between the capacity of campus managers and student 
achievement is indirect and that there may be significant time lags between the 
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professional development of campus managers programme and improved student 
achievement.    
One of the main benefits of participating in workshops, seminars and conferences is 
that such participation helps leaders to develop a network of support with people who 
are facing similar challenges and opportunities (Eddy, 2010).   
2.9.1.3 Networking 
An important characteristic in innovative knowledge communities is that people and 
organisations form and utilise social linkages to improve learning (Tynjälä, 2008; 
Veelen, Sleegers, & Endedijk, 2017). Networking creates such a social platform where 
participants may learn from one another (Hall, 2006). Successful leadership networks 
consist of leaders with common concerns who meet on an ongoing basis to develop 
themselves by sharing work-related ideas and practices (Petzko, 2004). In accordance 
with the view that learning is seen as a knowledge creation process that is enhanced 
in a relaxed social setting where knowledge from successful institutions is shared to 
the benefit of all involved (Tynjälä, 2008, p. 136), networking is a favoured mode of 
leadership development (Bush, 2013; Kools, 2010).  
Schleicher (2012) found that, both formal and informal, effective leadership 
development programmes often also include networking among the participants, 
which may turn help to foster collaborative problem-solving and alleviate the sense of 
isolation that many campus managers experience. Bush and Glover (2004) advocate 
networking as one of four main leadership development approaches for the leadership 
development of campus managers (the others are experiential development, 
mentoring and coaching, and formal development programmes).  
Coles and Southworth (2007) and Hutton (2014) recommend that networking should 
take place within an agreed framework as this tends to be more effective than ad hoc 
practices. Communities of practice and professional learning communities are 
examples of networking (Normore, 2007). For the purposes of this study a community 
of practice is defined as a group of interdependent campus managers working together 
with the common purpose of wanting to learn more about their practice for the aim of 
improving student learning (Humada-Ludeke, 2013; Shaked & Schechter, 2016; 
Timperley, 2011). Similarly, professional learning communities are a variation of 
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communities of practice with the same objective of collectively improving practice 
(Newton & Burgess, 2017). 
Since there are 265 campus managers across the nine provinces of South Africa, 
communities of practice for campus managers may have to be restricted to provincial 
or even district boundaries due to the vast distances between campuses. However, 
through the use of information and communication technologies and online 
communities, these distance barriers may, in fact, be removed for isolated campuses 
(Retna, 2015). In many countries and on some South African TVET campuses, online 
communities are now the desired standard as they provide lecturers with a host of 
resources which are accessible at any time and place of their choice (Marzano & Toth, 
2013; Retna, 2015). Similarly, virtual networking functionalities such as mailing lists, 
blogs, or social media groups would, for example, allow campus managers to share 
leadership hints across provinces and even countries (González-Sancho & Vincent-
Lancrin, 2016; Marzano & Toth, 2013; Marzano et al., 2011). The role of the manager 
in leading the training of lecturers in the use of technology is critical if online technology 
is to be optimally utilised (Stronge et al., 2008).   
Although there are several benefits associated with networking there are also 
limitations. Leithwood and Azah (2016, p. 415) caution that cross fertilisation of 
member-only knowledge in networks may not always be sufficient to solve all the 
problems of the members of the group and suggest that effective networks seek 
expertise from outside the network where needed. Further criticism of networking 
includes a lack of time for campus managers in which to network (Saelens, 2007), a 
lack of consistency in expectations, and an unwillingness to offer criticism (Petzko, 
2004, p. 20) which are all critical factors that impact on the success of networking.   
2.9.1.4 Mentoring and coaching 
Mentoring and coaching is regarded as a significant developmental strategy to 
prepare, guide and support campus managers in developing their instructional 
leadership skills and accelerating campus transformation (Barnett & O’Mahony, 2008; 
Clayton, Sanzo, & Myran, 2013; Fletcher & Mullen, 2012; Pappas & Jerman, 2015). 
Sullivan (2013) suggests that instructional leadership is best learnt in practice. Hence, 
coaching and mentoring may provide an effective model for developing the 
instructional skills of campus managers. Although mentoring and coaching is 
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discussed under the category of informal leadership development, due to the 
considerable overlap between the development categories, mentoring and coaching 
also plays a significant role in the formal and experiential development of campus 
managers (Barnett & O’Mahony, 2008; Fletcher & Mullen, 2012).   
For the purposes of this study, mentoring was regarded as a process whereby a more 
experienced, competent campus manager seeks to assist a less experienced campus 
manager or a potential leader by providing guidance and support to develop their 
instructional leadership skills (Hobson, 2003; Sullivan, 2013). Fletcher and Mullen 
(2012) distinguish mentoring from coaching by suggesting that “mentoring is a broader 
learning relationship which includes coaching but also includes additional support in 
the form of counselling and career development” (p. 246). On the other hand, coaching 
is more specific and focuses on performance and enhancing skills development 
(Basset, 2001; Sullivan, 2013).  
Bush and Glover (2004) found that mentoring and coaching was associated with the 
successful leadership learning that produced a qualitative change in the leadership 
behaviour of participants. An important prerequisite for the success of a mentoring and 
coaching process is a relationship of trust between the individuals concerned (Fletcher 
& Mullen, 2012) so that they may be open and honest with individuals working and 
learning together (Stead, 2005, p. 179). Formalising the mentoring and coaching 
process assists in creating a conducive framework within which this form of 
development may be sustained until its successful completion (Fletcher & Mullen, 
2012). Coaching and mentoring may take place within a campus or between 
campuses. For example, an experienced campus manager may either identify and 
assist talented and aspirant middle managers within the institution towards campus 
headship or other leadership roles or else the experienced campus manager may 
support another newly appointed campus manager at a neighbouring campus 
(Fletcher & Mullen, 2012).  
One of the main benefits of coaching and mentoring is that the learning process is job-
embedded and tailored to address directly the specific needs of the individuals 
involved (Bush, 2013; Gray & Bishop, 2009; Simkins, 2012). Stead (2005) explored 
the value of mentoring as a model for leadership development and one of his key 
findings was that both mentors and mentees had indicated that the intimacy of the 
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mentoring relationship had enabled them to raise and resolve sensitive issues that 
they would not have raised in a group setting. Another aspect is that individuals receive 
feedback on their behaviour and performance from their mentor which assists the 
mentor to evaluate the learning of the mentee and measure the impact of new 
practices which integrate new knowledge, skills and abilities (Jensen et al., 2015).   
Some of the criticisms of mentoring and coaching highlighted by Mitgang (2012) 
included the limited training of mentors, insufficient focus on instructional leadership, 
and limited funding that may impact on the success of this development strategy. 
O’Mahoney (2003) found that poor ethical values displayed by the mentor could also 
negatively influence the outcome of the mentoring process. Hence, Anderson et al. 
(2017, p. 15) suggest that mentors should be monitored by regional officials to help 
keep them on track. A further harmful consequence of mentoring and coaching is when 
those being mentored develop an over-reliance on the mentors who are then expected 
to resolve all challenges faced by the mentee(s) (Daresh, 2004). 
While informal leadership development initiatives such as in-service training, 
workshops and conferences, networking, coaching and mentoring all have an 
important role to play in the instructional leadership development of campus 
managers, formal leadership theory acquired mainly through academic leadership 
qualifications also has an essential role to play.  
2.9.2 Formal development 
For the purposes of this study the formal development of campus managers refers to 
programmes that lead to a qualification in the field of educational leadership. Formal 
development programmes include South African educational management 
qualifications such as a Bachelor of Education Honours degree (BEd Honours), the 
Advanced Diploma in Education (ADE) and/or international qualifications such as the 
National Professional Qualification for Headship (NPQH) from the UK. In addition, 
formal development also includes the preservice qualifications that are mandatory for 
the appointment of school principals and campus managers in some countries e.g. 
Certificate for Principalship in Hong Kong and the Principal Qualification Programme 
in Ontario, Canada (Ng, 2016).  
Young, Crow, Murphy and Ogawa (2009) contend that despite the fact that there are 
serious criticisms about the effectiveness of formal leadership qualifications (see, for 
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example, Levine, 2005; Young & Brewer, 2008), they still have a significant role to 
play in in developing the core leadership roles of campus managers as they help 
develop leadership skills, theoretical and procedural knowledge and strategic thinking. 
A further benefit is that the use of technology has helped to increase access to formal 
leadership qualifications while online support networks have also improved success 
rates in respect of formal leadership qualifications (Backor & Gordon, 2015). Due to 
the vast geographical spread of the 265 TVET campuses across South Africa and the 
rural nature of many of the campuses, technology is emerging as an innovation that 
harnesses both the advantages of online learning and the benefits of the traditional 
classroom to offer educational leadership qualifications (Sullivan, 2013). 
The main criticisms of leadership qualifications are that they are too theoretical (Davis 
& Leon, 2011; Hoyle & Torres, 2010), they are disconnected from practice (Supovitz, 
2014), and they have a low impact on changing leadership behaviour (Levine, 2005; 
Young & Brewer, 2008). Ginsberg, Knapp, and Farrington (2014) and Levine (2005) 
posit that traditional, university-based doctoral and masters programmes in the field of 
leadership and management have not demonstrated effectiveness in preparing 
campus managers to become efficient instructional leaders due mainly to the 
academic nature and research focus of these programmes rather than the rich 
repertoire of knowledge that apprises and shapes the leadership practices of campus 
managers.  
The effective integration of theoretical leadership content and practice requires urgent 
attention (Ärlestig, 2012; Shelton, 2011; Van et al., 2010). Haynes et al. (2014, p. 42) 
concur with this view and point out that the concept of the transfer of learning is of 
particular significance in educational leadership training whereby successful campus 
leaders are able to effectively apply to their day-to-day activities what they have 
learned as a result of a training intervention. In order to effectively integrate theory and 
practice, Levine (2005) and, McCauley and McCall (2014) suggest that formal 
leadership development programmes should be augmented by including a few 
mandatory, well-designed, follow-up practical interventions in order to assist in altering 
the leadership behaviour of campus managers. Accordingly, South African universities 
designed the Advanced Diploma in Education: Leadership and Management for 
educational leaders which aims to effectively integrate theory and practice so that the 
learning becomes embedded and impactful.    
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Lambert (2014) argues that, while leadership and management qualifications 
constitute an important component of the development of educational leaders, these 
formal qualifications should be regarded as only one element in a holistic approach to 
developing current and future campus managers. Due to mounting criticism from 
several researchers expressing concerns about leadership qualifications (see, for 
example, Davis & Leon, 2011; Hoyle & Torres, 2010; Levine, 2005; Young & Brewer, 
2008), service providers are under pressure to improve their offerings.  
There is growing evidence which suggests that formal educational leadership 
qualifications are more effective when the content is guided by a leadership framework 
(see, for example, Christie, 2010; Pont et al., 2008a; Slater & Nelson, 2013).   
2.9.2.1 Leadership frameworks 
Sullivan (2013, p. 16) describes leadership frameworks as guidelines which enable 
training institutions, professional bodies, and individuals to map out performance 
standards, career options, development strategies and personal development plans. 
Christie (2010) contends that developing leadership frameworks for campus 
managers is an astute management strategy to improve the accountability for student 
achievement. In addition, Ingvarson (2013, p. 1) recommends that the content of the 
leadership framework should be based on the latest research and evidence about 
what campus managers need to know, do and understand while further advising that, 
when countries are considering introducing the concept of a national professional 
certification system for campus managers, it should be based on a framework which 
contains detailed content standards.  
Leadership frameworks are most beneficial when educational departments use them 
to shape performance management criteria (Ingvarson, 2013; Dinham, Collarbone, 
Evans & Mackay, 2013), guide professional development interventions (Mendels & 
Mitgang, 2013), and assist in the recruitment of campus managers (Young & Perrone, 
2016). When linked to national accreditation policies, the leadership framework and 
standards may be used to hold leadership preparation programmes accountable for 
improving programme content and structure (Augustine, Gonzalez, Ikemoto, Russell, 
& Zellman, 2009). For example, Slater and Nelson (2013) found that in those countries 
where leadership frameworks have been developed, such as the USA, England, 
Australia, and Canada, these frameworks assisted in standardising and improving the 
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content of leadership development programmes with greater emphasis on 
instructional leadership. 
The two main reasons for implementing leadership frameworks in China included 
streamlining the roles and responsibilities of leaders and being able to evaluate 
leaders against a common framework (Liu, Xu, Grant, Strong, & Fang, 2015). Barber, 
Whelan and Clark (2010, p. 3) found that a significant amount of evidence suggests 
that good leadership practices are similar throughout the world and that, generally, 
what works is surprisingly consistent, irrespective of context. However, Pont et al. 
(2008a) disagree, indicating that a combination of generic as well as locally 
contextualised leadership skills are essential if campus managers are to be effective. 
Contextual factors play an even greater role on TVET campuses in South Africa due 
to significant differences between the campuses including poverty levels, rurality, 
campus enrolments and resources.  
Despite the reported advantages of the leadership framework concept there are, 
however, also some researchers who are critical of the framework concept. According 
to Pont et al. (2008a, p. 117), some critics object that frameworks tend to “codify a 
charismatic, heroic form of leadership” that is contrary to participatory and distributed 
leadership. Sullivan (2013) cautioned that a further risk of frameworks is that they are 
not context bound and may demoralise campus managers who work in challenging 
environments such as poorly resourced campuses in deeply rural areas while Harrison 
(2017) raised the criticism that TVET institutions are in a constant state of change and, 
hence, leadership and leadership development should be an ongoing process rather 
than a standard framework.  
The development of frameworks with professional standards for institutional leaders is 
becoming a global trend with countries such as USA, UK, China and the United Arab 
Emirates (UAE) implementing such frameworks (Liu et al., 2015). Stringer and Hourani 
(2016, p. 232) regard the recently introduced Professional Standards for Principals 
and Principal Performance Evaluation as the main reasons for improved student 
performance in the UAE. In South Africa, at the time of the study, a leadership 
framework for TVET campus managers had not yet been developed. The researcher 
is, however, of the opinion that, if the criticisms are factored into the construction of a 
leadership development framework for campus managers in South Africa, such a 
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framework could play a meaningful role in the leadership development of campus 
managers. In his role as a regional manager of TVET colleges the researcher has 
observed the significant variance in the roles, responsibilities and expectation of 
campus managers across South Africa. Thus, the development of a leadership 
development framework may serve as a guide which provides clarity on the roles and 
responsibilities of campus managers and has the potential to synergise efforts to attain 
the minimum standards of competency that support effective learning (Sullivan, 2013). 
Cheney and Davis (2011) and Lambert (2014) suggest that any study of campus 
manager preparation must include a discussion of preservice development.  
2.9.2.2 Preservice development 
Preservice development is regarded as one element of a wider career development 
continuum that includes “certification, ongoing professional development, evaluation, 
induction, promotion, compensation, and licensure renewal” (Cheney & Davis, 2011, 
p. 29). In order to cope with the growing demands and challenges of leadership, 
campus managers require relevant knowledge, leadership skills and competencies to 
enable them to run successful institutions (Lingam & Lingam, 2014; Mestry & Schmidt, 
2010). Accordingly, preservice development programmes for campus managers are 
aimed at building the knowledge, skills and competencies of aspirant campus 
managers before appointment (Bush, 2012; Macpherson, 2009; Rowland, 2015). 
Young (2015) suggests that preservice leadership preparation programmes may 
become more beneficial if they were strategically designed to cater for the 
contemporary and contextual challenges that campus managers face on a daily basis.  
The traditional view that campus managers need only to be qualified and experienced 
teachers is under threat as there is an emerging recognition of the importance of 
preservice leadership preparation (Bush, 2008a). This is evident in many countries, 
such as Singapore, Canada, France, England, and the USA, where aspiring leaders 
are required to complete an approved preservice qualification before being considered 
for appointment (Bush, 2012). Lingam and Lingam (2014) found that leaders who have 
not undergone professional preparation for their leadership role experience great 
difficulty in coping with the accountability challenges regarding student performance 
in educational institutions while, conversely, those that have undergone professional 
preparation experienced less difficulties in addressing these challenges.  
82 
 
Linking the preservice development programme to a national leadership framework 
with standards is a sound way of encouraging greater congruence between leadership 
practice and learning outcomes (Wallace, 2006). For example, in the USA the content 
of preservice development programmes is linked to the Standards for School Leaders, 
developed by the Interstate School Leaders Licensure Consortium (Bush, 2008a) 
which standardises the development of aspiring leaders by providing a structure for 
professional learning which signposts the competencies, understanding, knowledge, 
and skills required by these leaders to become effective instructional leaders (Sparks, 
2002; Mendels & Mitgang, 2013).  
Table 2.5 illustrates the different approaches various countries use to prepare their 
educational leaders; some development programmes are mandatory while others are 
not, some are full time while others are part-time, some are pre-appointment while 
others are post-appointment and some are provided by universities while some are 
provided by education departments.  
83 
 
Table 2.5: Overview of prevailing approaches to develop educational leaders
Source: Adapted from Huber (2010) 
The debate as to whether preservice leadership development programmes should be 
mandatory or voluntary is ongoing (Pont et al., 2008a). Those in favour of mandatory 
leadership development programmes argue that this is necessary in order to raise the 
quality of leadership, enhance student performance and increase the leadership pool 
(Pont et al., 2008a) while those not in favour argue that imposed certification legislation 
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is not as effective as learning initiated by the individual (Pont et al., 2008a). However, 
in the UK the National Professional Qualification for Headship (NPQH), which was a 
mandatory requirement for headship, was withdrawn in April 2012, thus bringing into 
question the value of mandatory preservice qualifications for leaders (Bush, 2013). In 
South Africa, at the time of the study, the main requirements for appointment as a 
campus manager at a TVET college campus remain a professional teaching 
qualification and relevant experience while a leadership qualification is not mandatory. 
2.9.2.3 Licensure  
In order to weed out ineffective school principals, the USA introduced the concept of 
licensure which is linked to standards with principals being expected to meet certain 
criteria, including participation in ongoing professional development, in order to be 
licensed or relicensed (Augustine et al., 2009, p. 2). The knowledge, skills and 
competencies in respect of leadership required for licensure are guided by the national 
leadership standards (Mendels & Mitgang, 2013). The licensure system aims to 
establish a consistent level of leadership quality in institutions by establishing minimum 
requirements for both new and experienced educational leaders (Grissom, Mitani, & 
Blissett, 2017). According to Shelton (2011), licensure ensures that both entry-level 
and experienced principals continually demonstrate their ability to improve instruction 
and enhance student learning.  
At the time of the study, holding campus managers accountable in South Africa was a 
theoretical objective as poorly performing campus managers are not held accountable, 
perpetuating the culture of mediocrity that exists in many TVET college campuses 
(Balkrishen, 2015). Riley and Mulford (2007) advocate that those countries 
considering the licensure model for educational leadership development should give 
careful consideration to funding, political expectations, selection criteria, leadership 
standards and the need for research in measuring the effectiveness of the model. 
Adams and Copland (2007) caution that while licensure indicates that minimum 
leadership criteria have been met, it does not mean that the candidate is ready to lead 
an institution without the relevant experience.   
In the absence of either licensure or preservice leadership development programmes, 
formal in-service development programmes may be highly beneficial for developing 
the instructional skills of campus managers in South Africa (Bush, 2008a).  
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2.9.2.4 Formal in-service leadership developmental programmes 
Young and Brewer (2008) expressed concern that the responsibility of leadership 
preparation falls primarily on higher education. In South Africa, universities introduced 
the Advanced Diploma in Education (ADE) programme specifically to develop 
educational leaders while the BEd (Hons) in leadership and management as well as 
Masters and Doctoral degrees in education are also offered at most South African 
universities.  
The Advance Diploma in Education (ADE), which was introduced in 2014, replaced 
the Advanced Certificate in Education (ACE), and is pitched at a higher cognitive level 
as compared to the ACE programme. Although the impact of the ADE programme is 
still under evaluation, many studies were carried out on the ACE programme. The ACE 
programme for educational leaders was a practice-based, two-year, part-time course 
which consisted of five modules, namely; understanding school leadership and 
management in the South African context; managing teaching and learning; leading 
and managing people; managing organisational systems, physical and financial 
resources; and managing policy, planning, school development and governance 
(Lingam & Lingam, 2014; Mestry & Singh, 2007). Participants in the ACE programme 
perceived the contact sessions as being highly beneficial, as they were able to find 
solutions to challenges through the collective wisdom and experience of the cohort 
(Mestry & Singh, 2007). A criticism of the ACE programme was, however, that the 
materials used lacked constructive contextual alignment to the majority of 
disadvantaged schools and campuses in South Africa (Lingam & Lingam, 2014).  
One of the advantages of formal qualifications over informal leadership development 
programmes is linked to the academic freedom enjoyed by university lecturers which 
enables programming to include unbiased, balanced arguments and perspectives and 
which encourages aspiring leaders to explore “controversial or contentious issues 
without fear of censure or peer pressure to conform to system views” (Slater & Nelson, 
2013, p. 54). Mestry and Singh (2007) posit that in-service leadership development, 
such as the ADE programme, should become an essential and mandatory part of the 
leadership development continuum of campus managers rather than be seen as “a 
remedial appendage for ineffective performance” (p. 487). 
86 
 
Formal leadership programmes have come under severe criticism by various 
researchers (see, for example, Bush et al., 2011; Young & Brewer, 2008; Levine, 
2005). While eight out of ten USA university deans rated their educational leadership 
preparation programmes as good to excellent, Levine (2005, p. 23) found the majority 
of programmes ranged from “inadequate to appalling”. Levine’s study (2005) is highly 
critical of leadership preparation programmes citing an outdated curriculum, low 
standards, shortage of empirical research on the effectiveness of the programmes and 
the disconnect between the programmes and actual practice. Levine’s findings are 
supported by Fossey and Shoho (2006) who suggest that universities should use the 
criticisms to improve the quality of the formal leadership programmes offered. 
Similarly, Young and Brewer’s (2008) critiques of formal leadership programmes 
include an irrelevant curriculum, low admission and certification requirements, 
inexperienced facilitators and inadequate clinical instruction. In an effort to address 
these criticisms, Young and Brewer (2008) recommended that all educational 
leadership qualifications offered by universities should be rigorously evaluated and 
weak programmes either be strengthened or abolished. 
The suggestion by Chapman et al. (2007) to establish a national institute that offers 
degrees or certification in educational leadership, specifically for the professional 
development of campus managers, as an effective way in which to systematise the 
development of campus managers in TVET colleges, will need further exploration. The 
White Paper for PSET mandated the formation of the South African Institute for 
Vocational and Continuing Education and Training (SAIVCET) which is yet to be 
established (Robertson, 2015). However, whether the professional development of 
campus managers will be prioritised by SAIVCET is yet to be seen. The benefit of a 
national school of educational leadership is that the leadership development 
programmes offered are coordinated, structured and usually funded (Brundrett, 
Fitzgerald, & Sommefeldt, 2006; Pont et al., 2008a). 
Having discussed formal and informal development, the literature review now explores 
experiential development which has been gaining prominence as an approach to 
developing leaders (Hezlett, 2016). 
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2.9.3 Experiential development 
Arguably the most effective way to develop aspirant campus managers is through 
experience by providing them with challenging experiences similar to those that they 
will encounter on the job as a campus manager (Bastian & Henry, 2015; Eddy, 2013; 
Hulsbos, Evers & Kessels, 2016; McCauley, DeRue, Yost, & Taylor, 2014). Through 
these job-embedded experiences, aspirant leaders develop the capabilities required 
to become successful campus managers (Gosling & Mintzberg, 2004; McCauley et 
al., 2014). Experiential development takes on an even greater significance in the South 
African TVET sector where a leadership qualification is not mandatory for appointment 
as a campus manager. Flückiger, Lovett, Dempster, and Brown (2015) argue that 
experiential leadership development, which incorporates instructional leadership skills 
and provide opportunities to develop such skills on the job with scaffolded support, are 
the most beneficial for aspirant campus managers.  
Kolb and Kolb (2009, p. 44) describe experiential development as a process whereby 
knowledge and skills are acquired through the transformation of experience. The 
theory of andragogy also places experience at the centre of adult learning, thus 
indicating that learning on the part of campus managers would be the most effective if 
new leadership knowledge is linked to previous leadership experience (Badynee, 
2015). Kolb and Kolb (2009) further suggest that when the experiential participant, 
who, in this study, is either an aspirant or newly appointed campus manager, “touches 
all the bases of experiencing, reflecting, thinking, and implementing” (p. 44), learning 
how to lead an institution effectively is enhanced. 
2.9.3.1 Pathways to a campus manager 
The pathway to becoming a campus manager is very similar to that of becoming a 
school principal. Figure 2.8 depicts the most common career pathways to becoming a 
campus manager. The traditional career path on the left of Figure 2.8 illustrates the 
career path of a lecturer in a TVET college to becoming a campus manager. However, 
as illustrated on the right of Figure 2.8, it is not uncommon for deputy principals and 
principals from high schools to be appointed as campus managers in TVET colleges. 
In any event, the vast majority of the academic staff at TVET colleges started their 
careers as teachers at high schools as there is no specific vocational qualification for 
the lecturers at TVET colleges in South Africa (DHET, 2014). 
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Figure 2.8: Pathways to a campus manager 
Source: Balkrishen (2016) 
2.9.3.2 Importance of leadership experience  
The importance of experiential leadership development in schools and colleges has 
been highlighted by a host of scholars (see, for example, Davis et al., 2005; Hill, 2005; 
Lambert, 2014; McCall, 2004). McCall (2004) cogently asserts that the primary source 
of learning to lead, to the extent that it is possible to learn leadership, is experience. 
For campus managers, learning to lead on the job is common across Africa, including 
South Africa (Dinham, Anderson, Caldwell, & Weldon, 2011, p. 149). Davis et al. 
(2005) suggest that most adults learn best when exposed to situations requiring the 
application of acquired skills, knowledge and problem-solving strategies within 
authentic settings, and when guided by critical self-reflection. Kools (2010) submits 
that having aspirant college leaders go through a series of jobs that are progressive in 
terms of the scope of leadership responsibility is an effective tool to prepare the 
aspirant leader to ultimately head the institution successfully while job-embedded 
experiences provide excellent leadership development opportunities especially if they 
include new or unfamiliar challenges (McCall, 2004; McCauley & McCall, 2014). Hill 
(2005) concurs and contends that leadership development results mainly from being 
“stretched by leadership experiences” (p. 28), where doing, observing and interacting 
are critical. Experiential leadership development is enhanced when aspirant campus 
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managers learn how to perform their core leadership roles, namely, setting direction, 
developing staff, monitoring and evaluation, and leading instruction, by observing 
successful campus managers and then replicating these core leadership behaviours 
(Berke et al., 2008). 
Berg (2003), Hess and Kelly (2007) and McCall (2004) found that the role played by 
formal and informal leadership development programmes was relatively modest in 
comparison to experiential leadership development. Similarly, Lambert (2014), 
Leithwood and Hallinger (2012), and Mitchell and Sackney (2016) found that leaders 
of successful institutions attributed their growth primarily to the professional learning 
that emerged from dealing with daily leadership challenges rather than the theoretical 
training provided by pre-packaged external leadership workshops or training sessions. 
However, the importance of leadership theory acquired through informal training 
programmes and formal qualifications should not be underestimated as campus 
managers often find it much easier to make decisions based on their experience when 
they have a theoretical framework underpinning their decisions (Leithwood & 
Hallinger, 2012).  
Drago-Severson and Blum-DeStefano (2013) and McCall (2004) emphasise that not 
all experiential leadership development experiences are equal as different leaders will 
benefit differentially from the same experience depending on factors such as attitude 
to the experience, prior experience and prior knowledge. Slater and Nelson (2013) 
point out that some deputy campus managers reported that their experiential 
development was far from ideal as they were excluded from participating in important 
decision-making and overburdened with menial administrative tasks and, in addition, 
had poor role models as leaders. Royal (2003) explains that this happens due to the 
different personalities, competencies and leadership styles of campus managers. 
Consequently, some deputy campus managers or HODs are not afforded 
opportunities to assume some of the responsibilities of the campus manager to assist 
with their experiential development (Royal, 2003). Hezlett (2016) points out that 
experiential development may be an inappropriate approach when the aspirant 
campus manager needs to acquire very specific leadership knowledge or leadership 
skills within a limited timeframe. McCauley et al. (2014) concur and add that the 
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“unfolding and unscripted” (p. xxvi) nature of the experiential development of campus 
managers makes the approach difficult to evaluate.  
The majority of countries, including South Africa, rely on experiential development to 
prepare campus managers with the addition of a few workshops or seminars during 
the experiential period (Slater & Nelson, 2013). Slater and Nelson (2013) found that, 
in order for experiential leadership preparation to be considered a worthwhile option, 
mentorship support and links to leadership networks must be made available so that 
appropriate solutions to challenges may be readily found. However, McCall (2004) 
cautions that aspiring leaders do not automatically learn from experience as they may 
derive nothing, the wrong lessons, or only a portion of what they were expected to 
have learned. According to McCall (2004), similar experiences repeated over time 
carry with them reduced learning with this type of experience adding minimal value.   
One of the further criticisms levelled against experiential leadership development is 
that the voices of the participants are not heard nor are they used as data to shape 
and improve future, job-embedded, professional development strategies (Houle, 
2006). McCall (2004) agrees with this view and advises that, in order to make optimal 
use of experiential leadership development, more research is needed to improve the 
understanding of the experiential leadership learning process.   
2.9.3.3 Induction 
There is now increasing recognition that the leadership development of campus 
managers is an ongoing process with induction constituting a critical component of the 
process (Bush, 2008a). Induction programmes are particularly valuable for newly 
appointed campus managers (Sullivan, 2013) as they may assist with orientation, 
transition and technical skill development and also provide networks for campus 
managers to share their concerns and challenges (Pont et al., 2008a). The induction 
of campus managers, although supported by educational departments, is rarely 
mandatory but is usually left to the discretion of individual colleges (Pont et al., 2008a; 
Sullivan, 2013). Countries such as the USA, England, Canada, Ireland, Scotland and 
Australia all have relatively comprehensive training that include mandatory induction 
programmes to support newly appointed educational leaders (Schleicher, 2012). In 
South Africa, the induction of campus managers is not compulsory. However, this 
study aims to measure and quantify its implementation.  
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In South Africa, where preservice or formal leadership qualifications are not mandatory 
for appointment, the role of induction becomes even more important in the leadership 
preparation of newly appointed campus managers (Stoll & Temperley, 2010). 
Induction may be carried out in various ways including virtually, where development 
and support are provided online, although a mixed-mode approach with a mentor, 
networks and virtual support is recommended (Stoll & Temperley, 2010). Yakavets 
(2016) urges educational departments to recognise their moral obligation to prepare 
novice campus managers for their challenging role. Effective preparation and 
development make a significant difference to the performance of campus managers, 
making it unfair to appoint new campus managers without structured induction 
programmes (Yakavets, 2016).   
2.9.3.4 Apprenticeship model 
In the traditional apprenticeship model, similar to experiential training, the aspiring 
leader serves his or her apprenticeship in various leadership posts culminating in the 
post of a campus manager (Slater & Nelson, 2013, p. 28). Conley and Cooper (2010) 
posit that the significant features of a quality apprenticeship programme for campus 
managers would include opportunities to lead and make the decisions that a typical 
campus manager would make. The informal apprenticeship model is common for the 
development of educational leaders in many countries (Hall, 2008, p. 449; Henein & 
Morissete, 2007, p. 98), including South Africa and Australia. In South African TVET 
college campuses, campus managers traditionally start their professional careers as 
lecturers and progress to middle management (education specialists and deputy 
campus managers or heads of division) where they receive apprentice training and 
experience in a wide range of leadership and management roles before being 
appointed as the campus manager (Bush, 2013).   
Day, Harrison and Halpin (2012) point out that some leadership knowledge and skills 
that were effective, valued and appreciated while leaders were at lower levels of 
management may not be adequate at the level of the campus manager. However, the 
apprenticeship phase may help develop these skills to the appropriate level. This is 
part of the reason why the apprenticeship model is successful in developing leaders 
because it is practice-embedded leadership development with skills being developed 
as day-to-day higher-level leadership challenges are dealt with (Baum & Krulwich, 
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2016, p. xi; Fink & Resnick, 2001, p. 621). Frick and Riley (2010) regard the 
apprenticeship principle as being pedagogically sound and indispensable for 
leadership development. 
The critical phase of the apprenticeship period is at the level of deputy campus 
manager or head of division where many campus manager’s tasks are delegated to 
and performed by the apprentice (Bastian & Henry, 2015; Lovely, 2004). Henein and 
Morissete (2007) accentuate the key role campus managers have to play in 
developing the next leadership generation in the apprenticeship model. However, in 
order for campus managers to provide high-quality apprenticeship training for deputy 
campus managers and other campus leaders, campus managers themselves need to 
possess the requisite knowledge and skills.  
Bush (2013) expressed a concern regarding the informal nature of leadership 
apprenticeships which often results in drawn out apprenticeship periods without any 
guarantee of the adequate transfer of leadership skills. According to Schleicher (2012), 
the apprenticeship model is most successful when it is part of a wider leadership 
development programme. For example, in Singapore talent is identified in educational 
institutions and nurtured continuously. After three years of teaching, teachers are 
assessed and those with potential as leaders are identified and moved into junior 
management positions. Through a combination of apprenticeship training and formal 
training these junior managers are then prepared for higher leadership roles until their 
appointment as institutional heads. In Singapore this is the only pathway to 
appointment as institutional heads (Walker, Bryant, & Lee, 2013). The major difference 
to other countries with similar development programmes is that Singapore uses the 
select then train rather than the train then select leadership preparation model 
(Jayapragas, 2016, p. 96; Schleicher, 2012, p. 59). 
Although there are several benefits associated with the apprenticeship model, there 
are also limitations. Aravena (2016) is critical of the apprenticeship model especially 
the assumption that effective lecturers will become effective campus managers 
through the apprenticeship model. Aravena (2016) and Henein and Morissete (2007) 
point out that the fact that the apprenticeship model is based mainly on practice only, 
rather than on leadership theory, is a serious shortcoming. One of the unintended 
consequences of the apprenticeship model is that the quality of experience and 
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mentorship may be poor which would then perpetuate poor leadership skills rather 
than strengthen them (Aravena, 2016).  
Having discussed the core leadership skills that campus managers require in order to 
improve student performance and how these leadership skills may be developed 
through formal, informal and experiential development, the study now examines the 
role of the state and regional offices in the leadership development of campus 
managers.   
 
2.10 ROLE OF THE STATE AND REGIONAL OFFICES 
TVET colleges are a national competence in South Africa. This implies that TVET 
colleges are the responsibility of the national government through the DHET (RSA, 
2012). All TVET colleges report to the DHET via the regional offices in each province. 
Regional offices were established on 1 April 2015 to assist the DHET with an oversight 
and support function at a provincial level. However, as they are relatively new and 
have a skeleton staff only, in the main regional offices offer little or no support to 
campus managers. Consequently, the state needs to invest heavily in regional offices 
so that they are able to fulfil their support function in improving the quality of TVET 
colleges (Rowland, 2015). At the time of the study the DHET was in the process of 
finalising an organogram and infrastructure for regional offices. 
In view of the fact that the academic performance of TVET college students is used 
as a measure of the success of the TVET sector, and these performances are at 
unacceptably low levels (Cloete et al., 2012; Cosser et al., 2011), the need for 
governments and educational departments to support the leadership development of 
campus managers becomes even more urgent. Bush (2012, p. 665) believes that the 
state has a moral obligation to develop campus managers as they are expected to 
lead campuses and provide students with high-quality vocational training.  
Young et al. (2009) are unhappy with the role played by the regional offices in the 
preparation of campus managers in terms of support and capacity development. 
Without specific preparation, campus managers will not be able to perform optimally 
due to the magnitude and complexity of the tasks with which they are faced (Bush, 
2012). The South African College Principals Organisation (SACPO) report (SACPO, 
94 
 
2012) suggests that, in the absence of strong external support in the form of curriculum 
facilitation or advisory services from the DHET, the leadership development of campus 
managers becomes even more critical. At the time of the study the regional office was 
playing an oversight role only and merely checking whether colleges were complying 
with the various DHET policies and procedures.  
Honig, Copland, Rainey, Lorton and Newton (2010) suggest that the main priority of 
the regional offices should be to support the development of the campus managers’ 
instructional leadership capabilities. Though, Young et al. (2009) posit that, although 
there is agreement on this main priority, there remains a lack of clarity of the specific 
activities which may produce this outcome. However, in countries where regional 
offices are fully functional they play a significant supportive role in the leadership 
development of campus managers with the regional office determining the training 
needs of campus managers (Sullivan, 2013), facilitating in-service training (Pont et al., 
2008a), developing leadership resource (Gallie & Keevy, 2014), coordinating regional 
workshops for campus managers (Matthews, Moorman, & Nusche, 2007), formulating 
objectives and benchmarks (Vaillant, 2015), serving as brokers to create stakeholder 
coalitions and partnerships to obtain additional resources for campuses (Toner, 2015), 
and facilitating networking among campus managers (Green, 2001; Hutton, 2014). 
The researcher who, at the time of the study was employed by the DHET as an acting 
regional manager, envisages that, once additional staff are appointed at the regional 
offices, greater support will be provided to campus managers. 
Another aspect that needs to be explored is how the leadership development of 
campus managers is related to their performance management.   
 
2.11 PERFORMANCE MANAGEMENT AND LEADERSHIP DEVELOPMENT 
Effective performance management systems for leaders create consistent 
expectations and may lead to more effective leadership practices (Desravines et al., 
2016). An essential component of performance management for campus managers is 
the provision of relevant professional learning opportunities that support and facilitate 
their growth and development (Desravines & Fenton, 2015). The link between 
performance management and leadership development is critical and, when managed 
well, may impact on improving the quality of teaching and learning (MiIiband, 2003).  
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The integrated quality management system (IQMS) that is used to manage the 
performance of school principals is also used for the campus managers of TVET 
colleges. Mestry et al. (2009) suggest that professional development, which is an 
important component of IQMS, could be a powerful strategy to improve the knowledge 
and skills of campus managers in order to enhance the quality of teaching and 
learning. However, Christie (2010) cautions that, although IQMS may be workable in 
well-functioning institutions, in the majority of poorly-functioning institutions the 
implementation of IQMS is ineffective in improving the performance of either campus 
managers or their staff. Commensurate with this, in his study of TVET colleges, 
Mgijima (2014) found that only 51% of line managers implement IQMS which may 
indicate a lack of understanding of the importance of performance appraisal in 
addressing the professional development needs of campus managers.  
The main purpose of performance management is to support the growth and 
development of staff (Jensen et al., 2015). However, performance management is 
generally inconsistently and poorly implemented (Mgijima, 2014). Managers are often 
inadequately trained to conduct performance management (Weisberg, Sexton, 
Mulhern & Keeping, 2009, p. 4) and, consequently, they complete the process merely 
for compliance reasons. (Ponticell & Zepeda, 2004). According to Harris, Ingle, & 
Rutledge (2014), campus managers are not able to adequately differentiate between 
average, good and very good lecturers and, hence, they often bunch the evaluations 
together and, hence, the prevalence of the Widget effect, which describes the 
effectiveness of all staff as the same (Weisberg et al., 2009, p. 4). In an effort to make 
the performance management process more efficient and reliable, Van der 
Westhuizen and Van Vuuren (2007) suggest that leadership frameworks and 
standards should be developed and these used to standardise the performance 
management criteria of campus managers. This would spell out clear expectations 
about what campus managers need to know and do in order to improve student 
performance and against which their performance may be assessed (Wallace, 2006).  
According to Browne-Ferrigno (2007), Bush (2008a) and Lutz (2009), the success of 
formal leadership development of campus managers is heavily reliant on funding. 
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2.12 FUNDING LEADERSHIP DEVELOPMENT PROGRAMMES 
To enable TVET colleges to accomplish their mandate of providing high quality 
vocational education that is relevant to the needs of the labour market, the DHET 
needs to provide funding for a nationally driven leadership development programme 
(Akoojee, Gewer, & McGrath, 2005; Berke at al., 2008; Kottkamp, 2011; Rasool & 
Mahembe, 2014; Van der Westhuizen & Van Vuuren, 2007). Lemons (2007) points 
out that the dilemma that is faced regarding the funding of leadership development is 
that, while all stakeholders agree that the leadership development of campus 
managers is critical for improving student performances, the funding from educational 
departments remain limited.  
One of the main findings noted in the Commission of Inquiry into Higher Education 
and Training Report on the funding of TVET colleges in South Africa was that those 
colleges that spend more on the professional development of management and staff 
demonstrate significantly higher certification rates (Pienaar et al., 2016). While there 
is limited funding available for staff development in TVET colleges, these funds are 
directed mainly to the development needs of lecturers and support staff (Manna, 2015) 
and, consequently, the leadership development of campus managers does not receive 
much attention. Orr et al. (2010, p. 12) suggest that, in order for leadership 
development programmes for campus managers to be successfully implemented, 
dedicated funding for this specific purpose should be made available by the DHET. 
Mitgang (2007) supports this view and further recommends that funding should cater 
for the “nature and duration of the leadership development programme” (p. 10). For 
example, if the training requires a full time mentor who is a retired campus manager 
for a duration of six months, funding should be made available for the costs related to 
the mentor.  
However, Sheppard, and Ntenga (2014) suggest that, despite limited budgets, it is 
possible for creative training interventions, which are not resource intensive, to be 
provided by the DHET and TVET regional offices. For example, developing and 
sharing leadership related materials such as documents, working papers, data, and 
campus improvement support material. In addition, campus managers need to identify 
and source potential non-traditional revenue streams to supplement their funding 
which may be used for development purposes (Slater & Nelson, 2013, p. 104).  
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According to Pappas and Jerman (2015), there are increasing demands by 
governments to see the impact of leadership development programmes on student 
achievement. Knapp (2003) points out the difficulty in measuring the return on 
investment of leadership development programmes as leadership is only one of many 
factors that affect student performance.  
While funding is a major barrier to the leadership development of campus managers 
(Koester, 2016; Mitgang, 2012) that are also other barriers.  
 
2.13 FURTHER BARRIERS TO LEADERSHIP DEVELOPMENT  
Bizzell (2011) found that the main central barriers to leadership development were 
time and travelling long distances. Bizzell (2011) explained that, firstly, the demands 
of being a campus manager, with the myriad of responsibilities, limited the time the 
campus manager has available to devote to their leadership development and, 
secondly, the vast distances between campuses and training venues were a further 
limiting factor. This would apply to the majority of TVET campuses in South Africa; 
especially the campuses in rural areas. Fahey (2011) regards the fragmented and 
isolated environment in which many campus managers work and the lack of support 
for campus managers from their regional and district offices as added barriers to their 
leadership development.    
 
2.14 SUMMARY 
This review provided an overview of the growing body of international and South 
African literature on the leadership skills which are associated with effective teaching 
and learning and further explored how these skills may be developed in campus 
managers with the ultimate aim of improving student achievement in South African 
TVET colleges. While there is a plethora of leadership skills, this study focused on 
instructional leadership skills due to their link with improved student achievement 
which is a serious challenge for TVET colleges in South Africa.   
In conceptualising leadership development, the review drew specific attention to 
leadership as a continuum and how adult learning theories affect the leadership 
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development of campus managers. Drawing mainly on the work of Leithwood et al. 
(2004), Hallinger (2003), and Cotton (2003), the review explored the broad categories 
of instructional leadership skills which impact on student achievement, namely, setting 
direction, developing staff, monitoring and evaluation and managing the instruction 
process. After the discussion of the core leadership skills, the review explored how 
these leadership skills could be effectively developed. Focusing primarily on the work 
of Bush (2008a), Pont et al. (2008a) and Sullivan (2013), the leadership development 
of campus managers was discussed under three broad categories of leadership 
development, namely, formal development, informal development and experiential 
development. Many scholars posit that each of the categories of leadership 
development are important as they augment each other and contribute to a holistic 
approach to developing effective campus managers who may enhance conditions for 
teaching and learning to ultimately improve student achievement at TVET colleges in 
South Africa.  
The discourse around the theory versus praxis debate was deliberated upon. 
Leadership development is optimised when leadership theory is interwoven with work 
experience and supplemented with coaching and mentoring (Gosling & Mintzberg, 
2004). The research suggests that effective leadership development for campus 
managers should be ongoing, linked to rigorous leadership standards, embedded in 
practice, strengthen campus managers’ capacities to improve teaching and learning, 
and create highly effective institutions (Haar, 2004; Shelton, 2011).  
The literature review also delved into the successful tools and strategies used 
internationally for the development of educational leaders such as leadership 
frameworks, professional standards and licensure for campus managers. 
Performance management and recruitment, which are indirectly linked to the 
leadership development of campus managers, were also discussed. Huber (2010) 
accentuates the dynamic nature of leadership development with his observation that 
there have been many changes during the past decade in nearly every country with 
regard to leadership development in schools and colleges. Sebastian, Camburn and 
Spillane (2018) argue that, since there is no empirical data on what campus managers 
do and what their leadership needs are, this makes it difficult to design programmes 
to improve their leadership effectiveness. However, no amount of experiential, formal 
or informal development will enable aspiring campus managers to learn everything 
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required to carry out this demanding and complex job effectively and efficiently (Knapp 
et al., 2006; Walker, 2006).  
In short, the literature review focused on the instructional leadership skills which are 
associated with effective teaching and learning and explored how these skills may be 
developed in campus managers. Thus, having established a theoretical overview of 
leadership development of campus managers, the researcher was in a position to 
commence with his own empirical study and investigate the leadership development 
needs of campus managers in Mpumalanga province, South Africa and explore how 
these leadership development needs may be addressed.  
Chapter 3 describes the research design and the methodology used in this 
investigation.  
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CHAPTER 3 
DESCRIPTION OF RESEARCH DESIGN AND METHODOLOGY 
 
3.1 INTRODUCTION 
Chapter 2 reviewed existing literature relevant to the leadership development of 
campus managers. The review initially explored educational leadership broadly and 
then focused specifically on the core instructional leadership roles of effective campus 
managers and how they could be developed through formal, informal and experiential 
development strategies.   
Chapter 3 provides a comprehensive discussion on the methodology and the design 
used in the study. The rationale for the choice of the sequential, explanatory mixed 
methods design is provided. In view of the fact that the study comprised two phases a 
description of each of these phases is provided and includes a discussion of the 
sampling methods used, the sample, the pilot study conducted and the data collection 
instruments used. Chapter 3 describes how the researcher first used a survey to 
collect numerical data from academic staff and then used interviews to gather a wealth 
of narrative information to enrich the quantitative data.   
Finally, this chapter describes the data analysis procedures used in each phase, 
including how the data of the two phases was integrated, and how findings were 
validated. 
 
3.2 METHODOLOGY 
Pragmatism refers to the worldview that is generally associated with mixed methods 
research (Creswell & Clark, 2011; Edmonds & Kennedy, 2013; Teddlie & Tashakkori, 
2009) and is occasionally used to justify the combination of qualitative and quantitative 
methods (Johnson & Onwuegbuzie, 2006). Philosophically, this study is associated 
with methodical pragmatism as the study focused on finding a workable solution to the 
challenges associated with the leadership development of campus managers (Clark 
& Creswell, 2008, p. 282; Teddlie & Tashakkori, 2009, p. 7). Accordingly, the 
researcher used designs and criteria that are situation and context appropriate.  The 
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focus was on the potential consequence of the research, namely, the impact that 
leadership development of campus managers may have on the quality of instruction 
and, hence, student achievement in TVET colleges. 
Although all methods have their own limitations, these limitations may be mitigated by 
using mixed methods research which combines methodologies to provide better 
answers to the research questions (Hesse-Biber & Johnson, 2013; Turner, Cardinal & 
Burton, 2017). Mixed methods research combines the strengths of each methodology 
and minimises their individual weaknesses (Clark & Creswell, 2008; Gibson, 2017; 
Mckim, 2017). Mckim (2017) supports these views and further explains that many 
researchers have turned to mixed methods methodology as a way of addressing the 
weaknesses of quantitative methods, which lack the voices of the participants and 
meaningful interpretation, and qualitative methods which lack objectivity and 
generalisability.  
On the surface, the research question lent itself to a non-experimental, quantitative 
study which investigated the leadership needs and development of campus managers. 
However, on a deeper level, it was felt it would also be helpful to understand the 
prevailing status of leadership development interventions and how they may be 
strengthened through ascertaining the views of campus managers. Notwithstanding 
the reasons outlined for using mixed methods as provided by various researchers 
(Clark & Creswell, 2008; Gibson, 2017; Mckim, 2017), the researcher felt that, due to 
the complexity of the research problem, it would not have been adequately addressed 
by either a quantitative or qualitative study alone (Creswell & Clark, 2011; Hesse-
Biber, 2010; Ponce & Pagan-Maldonado, 2015) and consequently decided to use a 
mixed methods design. This decision was in line with the view of Teddlie (2005) who 
suggested that any study linked to the efficiency of campus managers and their 
development effectiveness would be a complex, contextualised study requiring the 
skilful blending of several methodological approaches.  
In addition, mixed methods research provides more breadth, depth and richness as 
compared with either quantitative or qualitative methods alone (Hesse-Biber, 2010; 
Heyvaert et al., 2013; Johnson et al., 2007). Accordingly, the researcher found that 
the mixed method design enabled him to better understand the views of campus 
managers regarding their leadership development as they provided nuanced answers 
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to the research question in the qualitative phase (Heyvaert et al., 2013, p. 13). For 
example, participant 6 (P6) was adamant that “leadership qualifications were a waste 
of time” as he knew of many leaders with leadership qualifications but who were poor 
leaders as they lacked the relevant values and attitudes required for effective 
leadership.   
The quantitative and qualitative data was collected in two separate phases (Creswell, 
2014; McMillan & Schumacher, 2014; Ponce & Pagan-Maldonado, 2015). The 
researcher chose the sequential variant of the design as it afforded the researcher to 
use detailed, in-depth and rich qualitative data to explain and deepen the findings of 
the quantitative data (Creswell & Clark, 2011; McMillan & Schumacher, 2014; Ponce 
& Pagan-Maldonado, 2015). The researcher took cognisance of the concerns of 
McMillan and Schumacher (2014), who warned against the use of mixed methods 
which mix methods superficially only and ensured that the design mitigated this 
concern with both Phase 1 and Phase 2 of the study providing significant contributions 
(Johnson et al., 2007). In addition, there were various points at which the quantitative 
and qualitative data interacted within the study (see Figure 3.1).  
In essence, Phase 1 and Phase 2 of the study were designed to generate quantitative 
and qualitative data respectively to successfully answer the research questions (Ponce 
& Pagan-Maldonado, 2015). The quantitative phase came first in the sequence as it 
provided the foregrounding for the qualitative phase (Ivankova, Creswell, & Stick, 
2006). Phase 1 involved collecting quantitative data from a large pool of participants 
while Phase 2 sought to explain selected quantitative results using in-depth qualitative 
data collected a smaller sample of campus managers. Figure 3.1 illustrates the link 
between the two phases.  
 
 
 
 
 
 
Figure 3.1: Diagram of explanatory, sequential mixed method design  
Source: Adapted from Creswell and Clark (2011) 
Integration of 
Phase 1 and 
Phase 2 
Phase 1: 
Quantitative 
data 
collection and 
analysis (394 
participants) 
Phase 2:     
Qualitative 
data collection 
and analysis 
(6 participants) 
Provides 
fore-
grounding  
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The researcher decided to use the prototypical follow-up explanations variant of the 
sequential, explanatory design which is the most common (Creswell & Clark, 2011). 
In this variant, the researcher places greater emphasis on the initial, quantitative phase 
(Johnson et al., 2007; McMillan & Schumacher, 2014; Padgett, 2014). Accordingly, in 
this mixed methods study the researcher relied to a greater extent on a quantitative, 
postpositivist view of the research process (Johnson et al, 2007; McMillan & 
Schumacher, 2014; Padgett, 2014), while concomitantly recognising that the addition 
of qualitative data, with a constructionist view, would add richness and depth to the 
study (Hesse-Biber, 2010; Johnson et al., 2007). In the graphical representation of the 
three major research types, as shown in Figure 3.2, it is clear that this study leaned 
towards the right of the pure mixed which is characterised as being quantitative 
dominant.  
 
Figure 3.2: Graphic of the three major research types, including sub-types of 
mixed methods research                                                                                                                                                                                                                      
Source: Adapted from Johnson et al. (2007, p. 124) 
The overall philosophical assumptions in this mixed methods approach changed and 
shifted from postpositivist in Phase 1 to constructivist in Phase 2 with the researcher 
adopting both quantitative and qualitative philosophical positions respectively 
(Creswell & Clark, 2011). Hesse-Biber and Mertens (2013, p. 10) define this stance as 
dialectical pluralism. This stance allows the researcher to follow the principles of the 
postpositivist paradigm in conducting the quantitative-orientated data collection and 
the principles of the constructivist paradigm in conducting the qualitative-orientated 
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data collection and then to “put the two in conversation with each other to allow for 
deeper understandings based on the convergence and dissonance found in the 
approaches” (Hesse-Biber & Mertens, 2013, p. 10).  
Undertaking a successful mixed method study requires meticulous planning. 
Consequently, the researcher decided to use a procedural diagram which, in summary 
form, conveys the complexity of the mixed methods design and provides a roadmap 
for the successful implementation of the study (Creswell & Clark, 2011). The 
procedural diagram provided the researcher with a deeper understanding of the 
characteristics of the design, including the sequence of the data collection, weight 
given to each method as well as the “connecting and mixing points” (Ivankova et al., 
2006, p. 98) of the quantitative and qualitative forms of data within the study. The 
guideline suggested by Ivankova et al. (2006) was used to construct a procedural 
diagram in an effort to concisely outline the steps that guided this sequential, 
explanatory mixed method design (see Table 3.1).  
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Table 3.1: Procedural diagram for the explanatory design study               
PHASE PROCEDURE PRODUCT 
Quantitative 
data 
collection 
 Survey of academic staff at 
all TVET colleges in 
Mpumalanga province 
 Numeric data (N = 394) 
Quantitative 
data 
analysis 
 Data screening (univariate, 
multivariate) 
 Factor analysis 
 Frequencies 
 SPSS 25.0 quantitative 
software  
 Descriptive statistics, 
multivariate outliers, normality  
 Factor loadings 
 Descriptive statistics 
 Standardised and structure 
coefficients 
Qualitative 
interview 
protocol 
development 
 Purposeful selection of 
campus managers based on 
typical response and 
maximal variation principle  
 Developing interview 
questions 
 Narrative data (N = 6) 
 
 
 
 Interview protocol 
Qualitative 
data 
collection 
 Individual in-depth interviews 
with six participants 
 E-mail follow-up to 
interviews 
 Telephone follow-up  
 Text data from interview 
transcripts 
 Member checked data 
 
 Gaps in data filled in 
Qualitative 
data 
analysis 
 Coding and thematic 
analysis 
 
 Codes and themes 
 
 
Integration 
of the 
quantitative 
and 
qualitative 
results 
 Interpretation and 
explanation of the 
quantitative and qualitative 
results 
 Discussion 
 Implications 
 Future research 
Source: Adapted from Ivankova and Stick (2007) 
Clark and Creswell (2008) suggest that, in an explanatory, sequential mixed method 
design, when the data collection comprises two phases, then the researcher should 
report the data collection process and data analysis for each phase separately. 
Accordingly, the researcher carried out Phase 1, analysed the data and then carried 
out Phase 2. The researcher kept the approach of each phase aligned within the 
applicable paradigm which strengthened the rigour of each approach and, hence, the 
validity of the mixed method study (Ponce & Pagan-Maldonado, 2015). The integration 
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of information from each phase took place mainly in the conclusion section of the study 
(Clark & Creswell, 2008).  
The sample selected, the instrument used for the data collection, and the data analysis 
methods for each phase, which were introduced in Chapter1, are discussed in more 
detail below.  
 
3.3 PHASE 1 
Phase 1 was quantitative in nature with questionnaires being used to collect the 
required data. This method of data collection was deemed appropriate as the 
anonymity allowed the participants to be more candid in their responses to the 
questionnaire. Mpumalanga province was chosen as it contained a mix of rural and 
urban campuses as well as high performing and low performing campuses.  
The researcher aimed to design a high quality questionnaire which would improve the 
reliability of the survey results. In order to achieve this objective, the questionnaire 
design was guided by the literary advice of researchers such as Creswell (2009) and 
Fraenkel and Wallen (2010), as well as advice from experts in the field of research 
design from the University of Johannesburg. In addition, the draft questionnaire was 
edited by experts from the Department of Leadership and Management, and specialist 
data analysts at Statkon at the University of Johannesburg to further improve the 
quality thereof.  
3.3.1 Sample for Phase 1 
In the research context a population is defined as all the sampling units relevant to the 
research question (Kothari, 2004). The researcher wanted to extend the survey to as 
many academic staff members at TVET colleges in the Mpumalanga province as was 
practically possible. The academic staff members of a typical South African TVET 
college campus include the campus manager, heads of division, educational 
specialists and lecturers. Accordingly, a census, which includes all cases in the 
population and provides information about the characteristics of the population as a 
whole, was deemed to be appropriate for the purposes of the study (Plowright, 2011). 
Consequently, for Phase 1, a census of the entire academic population of all three 
TVET colleges in Mpumalanga province was conducted. These TVET colleges are 
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situated in the three districts of the Mpumalanga province and are named after the 
districts. Each TVET college comprises a number of campuses with two of these TVET 
colleges comprising five campuses and one comprising six campuses. In total there 
are 16 campuses in the province of Mpumalanga. Since one campus was used for a 
pilot study, the questionnaires were distributed by the researcher to all the academic 
staff members at the remaining 15 campuses. The researcher distributed 600 
questionnaires altogether. A total of 394 questionnaires (66%) were completed by the 
respondents and returned to the researcher. 
3.3.2 Development of the questionnaire 
The questionnaire consisted of structured questions arranged in two parts. In Part 1 
the respondents were required to provide their biographical details and, in Part 2, they 
were required to respond to 60 items designed to elicit their perceptions about certain 
items relating to leadership skills, leadership development needs, and the leadership 
development practices of campus managers.  
Theory in quantitative research is usually a priori in nature as the theory precedes the 
gathering of the requisite data (Teddlie & Tashakkori, 2009, p. 23). Accordingly, the 
questionnaire was based on the recurring themes which had emerged from the 
literature review and including, but not limited to, the four leadership constructs and 
three leadership development constructs reflected in Table 3.2. 
Table 3.2: Four leadership roles and three leadership development constructs 
Leadership constructs Leadership development constructs 
Setting direction 
Developing staff 
Monitoring and evaluation  
Managing teaching and learning 
Formal leadership development 
Informal leadership development 
Experiential leadership development 
Source: Leadership roles adapted from Leithwood and Louis (2011) and leadership 
development constructs adapted from Bush (2008a)  
Part 2 of the questionnaire consisted of four sections (B-E) with 60 items altogether. 
In Section B (24 items) participants were asked to rate, on a five-point Likert scale, the 
extent to which core leadership roles were practised by campus managers (1 – to no 
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extent, 2 – to a small extent, 3 – to a moderate extent, 4 – to a large extent, and 5 – 
to a very large extent). In Section C (10 items), participants were asked to rate, also 
on a 5 point Likert scale, the importance of the listed leadership development 
strategies for campus managers (1 – not important, 2 – not very important, 3 – fairly 
important, 4 – important, and 5 – crucial).  
In Section D (15 items), participants were asked to rate the frequency of the campus 
manager’s participation in the given leadership activities on a 7-point scale (0 – I do 
not know, 1 – more than once a day, 2 – at least once a day, 3 – at least once a week, 
4 – at least once a month, 5 – at least once a year, and 6 – never).  
However, due to the way in which this scale was structured, with a higher score on the 
scale indicating that the behaviour occurred less often and a lower score indicating 
more often, the analysis of the results became complicated. This complication could 
have been avoided if the scale had been reversed such that the highest score reflected 
behaviours that occurred the most often and the lowest score reflected behaviours 
that occurred the least often. Section E (11 items) required the participants to reflect, 
firstly, on the leadership development practices of campus managers in the ‘current 
situation’ and then, secondly, in an ‘ideal situation’ on a five-point Likert scale. An 
extract from Section E is presented in Table 3.3.  
Table 3.3: An extract from Section E of the questionnaire 
Current situation  
Kindly indicate to what extent the following leadership 
aspects relate to the current situation on your campus 
and their level of importance in the ideal situation. 
 
Ideal situation  
T
o
 n
o
 exten
t 
T
o
 a sm
all 
exten
t 
T
o
 a m
o
d
erate 
exten
t 
T
o
 a larg
e 
exten
t 
T
o
 a very larg
e 
exten
t 
N
o
t im
p
o
rtan
t 
N
o
t very 
im
p
o
rtan
t 
F
airly im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1 2 3 4 5 E1.  Campus managers’ salaries compare well 
with similar levels in the private sector 
1 2 3 4 5 
 
All academic staff besides campus managers responded to Sections A-E (see 
annexure A1). A further section (Section F) was added to the questionnaire specifically 
for campus managers (see annexure A2). Section F (8 items) asked campus 
managers to rate the frequency that they participated in various leadership 
development interventions during the 12 months on a scale from 0 to 4 or more.   
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Once the draft questionnaire had been finalised, a pilot study for Phase 1 was 
conducted.  
3.3.3 Pilot study 
The single, most effective strategy for minimising problems in research is to pilot the 
intended research instrument (Fraenkel & Wallen, 2010; Muijs, 2004). Consequently, 
a pilot study was conducted at Campus 1. After editing, the questionnaire was first 
distributed by the researcher to all academic staff member at Campus 1, which was 
chosen using convenience sampling. Convenience sampling was used as it was both 
inexpensive and quick as Campus 1 was situated close to where the researcher lived 
(Maree, 2015). The pilot study allowed the researcher to collect a small amount of data 
to “test drive” the procedures, identify possible problems in the questionnaire, and set 
the stage for the actual study (Teddlie & Tashakkori, 2009, p. 203). In the pilot study 
22 questionnaires were distributed to staff members at Campus 1. These 22 
questionnaires did not form part of the final survey. Fifteen questionnaires (68%) were 
returned to the researcher. The pilot study helped the researcher to improve the clarity 
of the questions and was also used to correct the instructions or items that the 
participants had found to be ambiguous (Plowright, 2011). For example, the 
instructions for Section E (see Table 3.3) had to be strengthened as six respondents 
from the pilot group had not filled in this section completely and three respondents had 
left it blank. After these minor amendments had been effected, 600 copies of the final 
questionnaire were printed and distributed to the remaining campuses by the 
researcher.   
3.3.4 Distribution of the questionnaires 
Permission to conduct the research was sought and obtained from the Mpumalanga 
regional office of the DHET (see Annexures C and D respectively). With the help of 
staff members identified at each campus, the researcher distributed the questionnaire 
to all academic staff members at each of the 15 campuses. The questionnaires were 
filled on a voluntary basis and collected by the staff members identified and returned 
to the researcher. For each campus the researcher received between 25 and 50 
completed questionnaires from the academic staff.  
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3.3.5 Evaluation of the questionnaires 
The collected questionnaires were packaged and sent to Statkon who are experts in 
the field of data analysis. Statkon assisted the researcher by analysing the data using 
SPSS 25.0 to calculate means, standard deviations and reliabilities (Cronbach’s alpha 
coefficient) for scales measuring the variables of interest in order to determine general 
trends in the data (Creswell & Clark, 2011; Norušis, 2009).   
Section A, which contained biographical data such as gender, age, experience etc., 
was analysed and formed the independent variables in the research. Sections B, C, D 
and E were all leadership-linked items posed on interval scales and were analysed as 
such. These leadership-linked interventions formed the dependent variables in the 
research. Statistical testing for associations between the dependent variable and the 
independent variables was also conducted. The analysis yielded descriptive and 
inferential statistics which the researcher used to formulate answers to the research 
questions.   
A succession of exploratory factor analyses, using the survey data from the 394 
academic staff respondents, was carried out to identify sets of items that could be 
clustered together into scales. For each set of items in Sections B–E, the researcher 
conducted a principal component analysis (PCA) and principal factor anlysis (PFA) 
with both Varimax and Oblimin rotation using SPSS 25.0 (Dinno, 2009; Norušis, 2009). 
The decisions about the number of factors to be retained in each case were based on 
a combination of empirical considerations (e.g., scree plots) and the need for scales 
that would be substantively meaningful and informative while retaining as much of the 
original information as possible (Field, 2018).  
The researcher explored the survey data from the quantitative data analysis by visually 
inspecting the data and conducting a descriptive analysis using SSPS 25.0 (the mean, 
standard deviation, and variance of responses to each item in Sections B-E) to 
determine the general trends in the data. This enabled the researcher to identify which 
leadership roles were perceived to be poorly executed by campus managers (e.g., 
ability to hold staff accountable for poor performance) and which leadership 
development interventions were perceived to be most important (e.g., induction 
programmes for campus managers).  
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3.3.6 Validity and reliability  
Although it is never possible to remove the threats to the validity and reliability of a 
study completely, the effects of these threats may, however, be reduced through 
careful sampling, appropriate instrumentation and appropriate statistical treatments of 
the data (Cohen et al., 2005).  
3.3.6.1 Reliability 
According to McMillan and Schumacher (2014, p. 215), reliability is the extent to which 
a measuring instrument is repeatable and consistent. The researcher used the 
Cronbach’s alpha coefficient as an indicator to check the internal consistency of 
whether the items that make up the scale belonged together (Ivankova et al., 2006). 
The guidelines provided by Pallant (2005) suggests that the Cronbach’s alpha 
coefficient of a scale should have a value of above 0.7 for the scale to be considered 
reliable for a sample. The Cronbach’s alpha coefficient values for the various scales 
in this study varied between 0.797 and 0.966 which suggests that the inter-item 
reliability were acceptable and that the scales could be considered reliable for the 
sample chosen.  
3.3.6.2 Validity 
Validity refers to the extent to which the study design measures what it is supposed to 
measure (Muijs, 2004; Maree, 2015; McMillan & Schumacher, 2014). One of the 
biggest threats to validity in mixed methods research is the use of inadequate or 
inappropriate samples (Clark & Creswell, 2008). Consequently, the researcher drew 
quantitative and qualitative samples from the same population to make the data 
comparable and to enhance validity (Creswell & Clark, 2011; Edmonds & Kennedy, 
2013). The researcher also used a pilot study in Phase 1 which is a strategy linked to 
improving the validity of a study.  
There are various types of validity. These include face validity, construct validity, 
content validity, and criterion validity (Bryman, 2007; Cohen et al., 2005; Maree, 2015). 
It is not the researcher’s intention to discuss all types of validity in depth but rather to 
focus on those that were deemed to be the most relevant to this study. Consequently, 
only content validity and construct validity are discussed. 
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3.3.6.2.1 Content Validity 
In order for an instrument to demonstrate content validity, the instrument needs to 
comprehensively cover the content of the particular construct that it is set out to 
measure (Cohen et al., 2005; Maree, 2015). In an effort to improve content validity, 
the researcher ensured that the recurring themes that emerged from the literature 
review, including leadership roles, and formal, informal and experiential development 
strategies, were comprehensively covered by the 60 items in Sections B–E of the 
questionnaire. In addition, the draft questionnaire was edited by experts from the 
Department of Leadership and Management at the University of Johannesburg to 
further improve content validity.  
3.3.6.2.2 Construct validity 
According to Maree (2015, p. 217), construct validity is required for standardisation 
and has to do with “how well the constructs covered by the instrument are measured 
by different groups of related items”. The 60 non-biographical items were subjected to 
both exploratory factor analysis and item analysis. Factor analysis was used to 
examine the construct validity of the questionnaire while item analysis was used to 
look at items that needed to be removed or replaced. This technique conveyed to the 
researcher the extent to which the questions appeared to be measuring the same 
concepts or variables (Dinno, 2009).  
Having described the procedures followed in Phase 1 of the mixed methods study, the 
procedures for Phase 2 are now discussed.     
 
3.4 PHASE 2 
Mixed methods research combines the strengths of each methodology and minimises 
their individual weaknesses (Clark & Creswell, 2008; Gibson, 2017; Mckim, 2017). 
Hence, Phase 2 of this study sought to provide data-rich voices of the campus 
managers to supplement the quantitative data (Creswell & Clark, 2011; Hesse-Biber, 
2010). The major themes of the quantitative study, which were based on the 
conceptual framework, formed the foundation of the qualitative research (Creswell & 
Clark, 2011). 
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The quantitative and qualitative phases in mixed method studies are linked at various 
points (Ivankova et al., 2006). In this mixed method study, the main connection point 
was where the researcher identified results from Phase 1 that required further 
explanation and used these statistical results to guide the semi-structured questions 
used in Phase 2 (Creswell & Clark, 2011; Hesse-Biber, 2010; Yauch & Steudel, 2003).  
Phase 2 constituted the explanatory follow-up phase and was qualitative in nature. 
The primary reason for undertaking the qualitative phase of the study (Phase 2) was 
to obtain a deeper understanding of the results from Phase 1 (Creswell & Clark, 2011; 
Hesse-Biber, 2010). In this phase, semi-structured interviews were conducted with 
selected campus managers, as a follow up to the quantitative results, in order to add 
depth and richness to some of the quantitative results (Creswell & Clark, 2011; Hesse-
Biber, 2010). Phase 2 also explored the campus managers’ views on how the 
leadership development of campus managers could be strengthened.  
The interviews explored the campus managers’ views, in-depth, on the prevailing 
status of leadership development of campus managers in Mpumalanga province, the 
leadership development needs of campus managers and how the leadership 
development of campus managers could be strengthened. For example, Section C of 
the questionnaire sought to ascertain which leadership development strategies were 
perceived to be beneficial to campus managers. In an effort to determine which 
interventions were regarded as the most effective for their leadership development, 
the respondents were then asked to identify and rank the three most effective 
leadership development interventions. Consequently, during the semi-structured 
interviews conducted in Phase 2, the participants were asked to provide possible 
reasons why these leadership development strategies initiatives had been perceived 
as the most effective in Phase 1. This complementarity strategy allowed the 
researcher to acquire a deeper understanding of the research problem and to gain 
clarity on the quantitative data (Hesse-Biber, 2010).  
3.4.1 Sample for Phase 2 
As the researcher had decided to use a mixed research approach, the decisions on 
sample designs became more complex because sampling decisions “influence the 
degree to which the researcher could achieve consistency between sampling designs 
and the conclusions, inferences, generalisations, and transferability of findings” 
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(Hesse-Biber & Mertens, 2013, p. 86). Clark and Creswell (2008) concur with this view 
and add that the biggest threat to validity in mixed methods research is the use of 
inadequate or inappropriate samples. 
Different sample sizes are common for mixed methods designs because the 
quantitative and qualitative data is usually collected for different purposes (Bergman, 
2008). For Phase 2 a nested sample was used. A nested sample is described as a 
small number of participants used in one approach and chosen from a larger sample 
which participates in the other approach adopted in a mixed methods study (Hesse-
Biber & Mertens, 2013, p. 87; Onwuegbuzie & Leech, 2010, p. 884). For this study the 
researcher regarded the use of a nested sample as an appropriate sampling option as 
it assisted the researcher to obtain rich, in-depth qualitative data using a small sample 
(N = 6) while also enabling a rigorous quantitative examination using the large sample 
(N = 394) (Creswell & Clark, 2011). 
As the explanatory phase had sought to provide a deeper understanding of the data 
from the first phase (Creswell & Clark, 2011; Ponce & Pagan-Maldonado, 2015; 
Teddlie & Tashakkori, 2009), the researcher purposely selected a small sample of 
campus managers whom he felt could best provide the data required to answer the 
research question (Creswell & Clark, 2011). In order to warrant sample 
appropriateness for Phase 2, only respondents with sufficient experience in and 
knowledge of the TVET sector were chosen (Spiers, Morse, Olson, Mayan, & Barrett, 
2018). In an effort to ensure responses from a wide spread of campuses, a purposeful 
sample of six campus managers was selected from high-performing, low-performing 
and average-performing campuses (Hammond, 2005). The performances of the 
campuses were determined according to the campus ratings from the study carried 
out by Balkrishen (2015). In view of the fact that the sample of campus managers for 
Phase 2 was drawn from the same population as Phase 1, this made the data 
comparable and reduced threats to validity in the study (Creswell & Clark, 2011; 
Edmonds & Kennedy, 2013). Table 3.4 presents a summary of the descriptive 
statistics pertaining to the participants in Phase 2.  
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Table 3.4: Bibliographical data of participants who participated in the interviews 
Identification 
pseudonym of 
campus 
manager 
Gender Rural, semi-
rural or urban 
campus 
Age  Campus academic 
performance  
P1  Male Urban 58 Poor 
P2  Male Rural 54 Poor 
P3  Male Rural 52 Average 
P4  Female Rural 45 Average 
P5  Male Urban 42 High 
P6  Female Urban 47 High 
 
It would not have been practically possible to obtain detailed, rich data if the sample 
of 600 participants from Phase 1 had been used for Phase 2 (Teddlie & Tashakkori, 
2009). This nested sample also provided a further connecting point between the 
quantitative and qualitative phases of this mixed methods study (Ivankova et al., 2006, 
p. 14; Tashakkori & Teddlie, 2010, p. 7). Although it was not essential that there be an 
equal split between rural and urban campus managers in the sample, this turned out 
to be the case with three urban and three rural campus managers making up the 
sample. Two of the six campus managers were female. The researcher was cognisant 
of the fact that, due to the small number of participants (N = 6), generalisability or 
relating the findings of Phase 2 to the wider population of campus managers in South 
Africa, would be restricted (Plowright, 2011). 
The next step in Phase 2, after the sample had been finalised, was to interview each 
of the six campus managers.  
3.4.2 Interview protocol 
An interview protocol is essential for keeping the researcher organised while it also 
provides a comprehensive record of information (Creswell & Clark, 2011). Accordingly, 
the researcher drew up an interview protocol comprising the questions that were to be 
posed during the interview. The content of the interview protocol was grounded in the 
quantitative results from Phase 1 as well as the research questions (Creswell & Clark, 
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2011; Flick, 2009; Ivankova et al., 2006). In order to further enhance the quality of the 
interview protocol its development was guided by the literary advice of scholars such 
as Creswell and Clerk (2011) as well as advice from experts in the field of qualitative 
research design from the University of Johannesburg. In addition, the draft interview 
protocol was edited by experts from the Department of Leadership and Management 
at the University of Johannesburg.  
Using this interview protocol, the researcher conducted face-to-face interviews during 
which he posed semi-structured questions to each of the six purposely selected 
campus managers. In order to strengthen the reliability of the interview protocol, the 
researcher used the interview protocol refinement framework suggested by Castillo-
Montoya (2016). Accordingly, the researcher ensured that the interview questions 
aligned with the research questions and allowed for an inquiry-based conversation to 
be constructed.  
The researcher decided to use semi-structured interviews as this approach is 
commonly used in research to explain data emerging from other data sources (Maree, 
2015, p. 87). The semi-structured interviews worked well as they required the campus 
managers to answer a set of predetermined questions but also allowed for probing 
and clarification of their answers (Maree, 2015). The interviews consisted of 14 open-
ended questions (see Table 3.6). The researcher asked all the campus managers the 
same 14 questions in the same order (Cohen et al., 2005) with the only difference 
being the probing which took place when it was deemed necessary. The aim of the 
interviews was to encourage the campus managers to answer the open-ended 
questions in their own words and framed in their own terms of reference (Hammond, 
2005). Accordingly, the questions were designed in such a way so as to elicit relevant 
answers that would be meaningful and useful in understanding the campus managers’ 
perspectives (Patton, 2015, p. 471).  
The researcher felt that using standardised open-ended questions was beneficial as 
they enabled increased comparability of responses, facilitated the organisation and 
analysis of the data, and helped to reduce any possible interviewer biases (Cohen et 
al., 2005). However, Cohen et al. (2005) do caution that standardised open-ended 
questions may limit flexibility and constrain responses. Hence, the researcher, where 
necessary, probed for further details after receiving the responses from the 
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standardised open-ended questions. This allowed the researcher to gain more depth 
and clarity in relation to the initial responses (Cohen et al., 2005; Normore, 2007). In 
addition, the researcher took care, when probing, not to ask leading questions which 
may have guided the responses in a certain direction (Cohen et al., 2005).  
Tashakkori and Teddlie (2010) caution that mixed methods research comprises more 
than “simply the collection of two independent strands of quantitative and qualitative 
data” (p. 7). Accordingly, the researcher went to great lengths to ensure that this mixed 
methods study involved the connection and integration of both phases where 
necessary (Ivankova et al., 2006; Tashakkori & Teddlie, 2010). Hence, and in view of 
the explanatory, sequential nature of this mixed methods research, the interview 
questions in Phase 2 were based mainly on the results from Phase 1 which required 
further explanation. Creswell and Clark (2011) suggest that the researcher should use 
the major themes of the quantitative study as the basis for the qualitative follow-up. 
Accordingly, the researcher ensured that the items which made up the semi-structured 
interview protocol were also linked to the four research questions (see Table 3.5) and 
also that they were based on the constructs from the conceptual framework 
(leadership practices, formal development, informal development, and experiential 
development).  
Table 3.5: Research questions of this study 
Number Research question 
1. What is the nature and essence of leadership development of campus 
managers? 
2. What are the perceptions of campus managers, middle managers and 
academic staff of the leadership skills of the campus manager? 
3. In which professional development activities do campus managers 
engage to develop their leadership skills? 
4. How can the leadership development of campus managers be 
strengthened?  
 
Table 3.6 illustrates the alignment between the semi-structured interview questions 
and the four research questions posed in the study. Hence, the four open-ended 
questions in the interview protocol explored the leadership development needs of 
campus managers. Similarly, four questions explored the leadership skills that were 
perceived to be lacking in campus managers while a further four questions explored 
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the prevailing leadership development interventions in which the campus managers 
engaged while six questions, based on the constructs of formal, informal and 
experiential development, explored how the leadership development interventions 
could be strengthened. Due to the overlapping nature of the various constructs linked 
to educational leadership, some items were associated with more than one research 
question. 
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Table 3.6: Interview Protocol Matrix 
SEMI-STRUCTURED INTERVIEW QUESTIONS 
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Why did you become a campus manager? X     
Describe your career progression until your appointment 
as campus manager. Include your experience, 
qualifications, and promotional posts you held. 
X   X  
What leadership training for campus managers is 
necessary. Explain the reasons for your answer. 
    X 
What leadership development strategies for campus 
managers are the most beneficial? Explain why these 
strategies are beneficial?  
   X X 
Campus managers do not provide sufficient feedback 
after supervision. Do you agree? Explain your answer. 
 X X   
What leadership preparation did you receive before 
being appointed as campus manager? Explain your 
answer including any formal leadership qualifications, 
informal training and experiential training you may have 
received. 
   X  
Campus managers spend a large proportion of their time 
on administrative activities and, consequently, do not 
have sufficient time in which to focus on teaching and 
learning. Do you agree? Explain your answer. Include 
how many hours a week, on average, campus managers 
spend on administrative tasks, teaching and learning 
activities as well as the time spent on other issues such 
as bursary management, etc. 
 X X   
Do you think that a formal leadership qualification before 
appointment as a campus manager should be made 
mandatory? Explain your answer. 
    X 
How can the Department of Higher Education and 
Training improve its support for the development of 
campus managers?  
    X 
In which that type of leadership development activities 
do campus managers engage to strengthen their 
leadership skills? 
   X  
Are there any significant factors that limit your 
participation in campus manager development 
programmes? If yes, kindly explain your answer 
    X 
Campus managers do not engage with stakeholders 
(labour unions and business partners) as much as they 
should. Do you agree? Explain your answer. 
 X X   
Campus managers do not adequately diagnose the staff 
development needs of staff. What is your opinion? 
Explain your answer.   
 X X   
How can the recruitment process for campus managers 
be strengthened? Explain fully. 
    X 
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In order to improve the effectiveness of the interview protocol, a pilot study was 
conducted. 
3.4.3 Pilot study 
The interview protocol was pilot tested on the campus manager from Campus 1 who 
had also completed the pilot survey in the quantitative phase of the study. The 
responses given by the campus manager in this pilot study were excluded from the 
main study. Based on the pilot study, the order of the protocol questions was adjusted 
slightly and notes made of possible additional probing questions.  
It was felt that understanding the views and behaviours of campus managers would 
be enhanced by the provision of background information where available (Corden & 
Sainsbury, 2006). Consequently, a brief description of the six participants follows.  
 
3.4.4 DESCRIPTION OF PARTICIPANTS 
A description of each participant, including their experiential leadership development, 
qualifications and career progression, is provided to give some context to their 
responses. The researcher did not attempt to summarise the descriptions of the six 
participants. The descriptions are quoted verbatim from the transcripts as they provide 
the participants’ own voices and offer a greater depth of understanding (Corden & 
Sainsbury, 2006).  
 
3.4.4.1 Participant 1 (P1) 
I started teaching Physical Science and Mathematics at a high school as 
a contract teacher for three years due to only having passed Grade 12. 
After the expiry of the contract, I registered for a Senior Technical Diploma 
at Technikon X and completed this qualification in 1990. I was appointed 
at Campus X in 1991 as an electrical lecturer and promoted to an 
Educational Specialist in 1997 after having completed a National Diploma 
in Electrical Engineering. I was promoted to Head of Division in 2004. 
During my entire career I wanted my students to excel. Fortunately, my 
track record has been very good. I was appointed as a campus manager 
in 2010 after having completed a Trade Test in the electrical field. I also 
supplemented my technical qualifications when I completed a BTech in 
Project Management in 2017. (1:2 1473:2270)1 
                                            
1 In the reference (1:3 1473:2270)¹, 1 refers to the first interview (P1 in the ATLAS.ti programme), 2 refers to code 
2 in the first interview, and the subsequent numerals refer to the character numbers of the transcripts. This allows 
the researcher to effortlessly track any quotation. This pattern is followed throughout the study.    
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3.4.4.2 Participant 2 (P2)  
I was a successful teacher at a primary school. Because of my success 
in furthering my studies through distance learning and hard work, I 
became a high performing teacher at a high school. I was then promoted 
to the position of Head of Department. I was then transferred with 
promotion, as a principal of a junior secondary school which ended up 
being a fully-fledged high school. Later, I was also transferred to another 
unstable and struggling junior secondary school. The aim of my transfer, 
to that dysfunctional school was to help stabilise and normalise it. I 
normalised the school and also developed it into a high school. In the 
wake of the advertisement for the campus manager’s post at a nearby 
TVET college, I applied, was shortlisted, interviewed and appointed. My 
qualifications include, among others, Bachelor of Arts Degree, B. Ed 
(Honours), Higher Education Diploma (HED) Post Graduate, and a Post 
Graduate Diploma in HIV and AIDS Management in the Workplace. (2:2 
810:1560) 
3.4.4.3 Participant 3 (P3)  
I started teaching in a school, became a senior teacher and left the school 
sector in 2011. While at the school I was in possession of a Bachelor of 
Arts Degree, Senior Primary Teachers Diploma, Further Diploma in 
Education Management and a BTech Post School Degree. I joined 
College X on 31st January 2011 with these qualifications. In 2012, I 
enrolled with the University of South Africa to do the Bachelor of 
Education Honours Degree. I graduated in 2013. In 2014 I applied to do 
the master’s degree in Education with Course Work, which I completed in 
2017. Again, in 2016, I applied with the University of Johannesburg to do 
the Postgraduate Diploma in Labour Law. In 2014, I was promoted to the 
position of an Education Specialist, and in 2016 April I was promoted to 
position of Head of Division. Then, in the same year the campus manager 
resigned and I was appointed acting campus manager, starting from 
September 2016 to December 2017. Thereafter I was appointed 
permanently as campus manager as of 4th January 2018, a position I am 
currently holding. I have worked for 23 years in the education sector. I 
have worked in the college for three years as an Education Specialist and 
seventeen months as a Head of Division. I worked as an acting manager 
for two years before being appointed permanently as a campus manager 
in 2018. (3:2 846:2412) 
3.4.4.4 Participant 4 (P4)  
My career started when I was offered a lecturing post on a part time basis, 
for a year, in 1997. In 1998 I was appointed on a closed contract until I 
was permanently appointed as a lecturer in 2003. From the lecturing post, 
I was promoted to an Education Specialist’s post in 2006. In 2009 I was 
promoted as an HOD: Engineering Studies. I continued to work, not only 
hard, but, most importantly, as a team player within my section and the 
campus at large. When my college opened a new campus I was afforded 
the opportunity to serve both as an acting Campus Manager and HOD in 
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Engineering Studies. In December 2014, I was appointed permanently as 
the Campus Manager. I still serve in this position. In terms of 
qualifications, immediately after I was appointed as a lecturer I then 
furthered my studies with the University of South Africa order to become 
a professionally qualified educator. In 2004, I completed a National 
Professional Diploma in Education majoring in Physical Science and 
Chemistry. To equip myself with the necessary managerial skills I 
specialised in Educational Leadership when studying for the Advance 
Certificate in Education (ACE). Subsequently, I completed a B.Ed.(Hons) 
in Environment Education for the sake of understanding the integration of 
environmental studies with our innovative and advanced curriculum. (4:2 
757:1927) 
3.4.4.5 Participant 5 (P5)  
My initial experience was technical in nature. I started working for 
company X in 2000. I was responsible for machine operating, setting, 
preventative maintenance and fault finding. Based on over five years 
technical experience I acquired at company X in a cut throat, world class 
engineering plant, I was able to successfully convince the selection panel 
at campus X, in 2006, that I was the most suitable candidate for the role 
of Electrical Engineering Lecturer. At that stage I was only in possession 
of a University of Technology Diploma in Technical Education specialising 
in Electrical Engineering. In 2007, I was appointed as an Educational 
Specialist in an acting capacity. I was appointed as HOD in 2009, 
responsible for the effective functioning of the division. The high levels of 
student and staff performance in my division resulted in my being 
promoted to Campus Manager in 2014. As a Campus Manager, I was 
afforded an opportunity to monitor, control and evaluate staff and activities 
in respect of legislation and policies. At this stage I had already acquired 
an Advanced Certificate in Technology and Honours Bachelor of 
Education in Education Management, Law and Systems. I am currently 
working towards attaining an LLB degree. In my LLB, my specific focus is 
on labour relations. If you look at topical challenges that arise from time 
to time, they are linked to labour relations and are of a legal nature, hence 
you need to know applicable legislation and policies and how to 
implement them. Many of the challenges campus managers encounter 
are due to a lack of knowledge of labour laws and procedures. (5:2 
1260:2873) 
3.4.4.6 Participant 6 (P6)  
I qualified as a teacher specialising in Accounting and Economics. I first 
taught at a high school for five years. I then joined college X as a lecturer 
and. after two years, was given the opportunity to act as an Educational 
Specialist or Senior Lecturer. Thereafter I was appointed as an 
Educational Specialist, spent 4 years in this position before being 
appointed as the Head of Division for Business Studies. During my stint 
as HOD, I did not have a teaching allocation. My main responsibility was 
to manage the three Educational Specialists who reported to me. I also 
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enrolled for and completed a Bachelor of Education Honours degree via 
correspondence. My stint as HOD was not an easy one. My campus 
manager was a weak manager in my view. He did not acknowledge the 
achievements of my department. In fact, at times I felt he was jealous of 
these achievements. My campus manager did not provide any 
mentorship or guidance for me in preparation for a possible future role as 
a campus manager. What he did was to delegate administrative tasks that 
were cumbersome and time-consuming that he did not want to perform. 
When these tasks were performed well he took all the credit. He always 
spoke negatively of the job of a campus manager, saying that the 
department expected too much from him. After five years as HOD, I 
applied for a campus manager’s post at another campus and was 
appointed. I have now been in the post for five years. The post is very 
challenging. I think it is getting slightly easier with experience. Last year I 
enrolled, part-time, for my Masters in Education in Leadership and 
Management. I feel that much of the research and reading is providing 
me with tools and experiences that improve my efficiency. (6:2 
1049:2785) 
These biographical narratives of the six participants provided the researcher with a 
comprehensive context within which their responses could be optimally analysed. This 
data was obtained via the semi-structured interviews which are discussed below. 
3.4.5 Semi-structured interviews 
On ethical grounds, the researcher wanted all the respondents to provide their 
informed consent before participating in the study (Hammond, 2005). Consequently, 
purposely selected campus managers were sent an initial email asking whether they 
wished to participate in the study. Only after they indicated their willingness to 
voluntarily participate in the study, was the interview protocol emailed to them for 
review and preparation. Appointments were scheduled within two weeks of the 
participants receiving the interview protocol. The researcher designed an interview 
schedule based on the availability of each participant. Each interview, of approximately 
60-minutes duration, took place at a venue and time convenient to the participant. All 
interviews were held outside the working hours of the participants. The interviews were 
voice-recorded using a cell phone and later transcribed. During the transcription 
process the researcher made every effort to ensure that the responses were as 
readable as possible (Corden & Sainsbury, 2006). Consequently, re-punctuation, 
exclusion of filler words such as ‘um’ and ‘eh’, and the removal of repetition was carried 
out during the transcription process (Corden & Sainsbury, 2006).   
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Thereafter, the transcribed data were sent back to the respondents to check whether 
what had been captured was actually what they had meant (Castillo-Montoya, 2016). 
This practice, referred to as “member checking” is also highly recommended by Vogt, 
Gardner and Haeffele (2017, p. 259) as it improves the trustworthiness of the study. 
When the transcripts were sent back to respondents for them to check the accuracy 
of what had been captured against what had been said, the respondents also took the 
opportunity to provide more complete responses (James & Busher, 2006). They 
edited, corrected language usage and sometimes added more detail to their 
responses. The participants were also asked to remove acronyms although some 
acronyms still remained.  
This strategy of the member checking of the responses improves the level of validity 
of the data (Hammond, 2005; Saldaña, 2013). Koelsch (2013) and Birt, Scott, Cavers, 
Campbell, and Walter (2016) concur with this assertion and point out that member 
checking plays an important role in verifying and assessing the trustworthiness of 
interview data. As a contrasting perspective, however, Angen (2000) argues that the 
validation function of member checking should not be over-emphasised as there are 
various variables that affect the authenticity of member checked data. Once such 
example may be that the respondent disagrees with the researcher’s interpretation, 
and, hence, the question of whose interpretation should take precedence arises 
(Angen, 2000). Fortunately, such a situation did not arise in this study. 
The researcher received the impression that some respondents wanted to impress 
him with their responses and this may have impacted on the sincerity of their 
responses (Holbrook, Green, & Krosnick, 2003). It appeared to the researcher that, in 
an effort to represent themselves in the best possible light, they may have over-
reported desirable leadership practices and under-reported undesirable leadership 
practices (Bowling, 2005; Field, 2018; Holbrook et al., 2003). This practice seemed to 
be more pronounced during the member checking stage via email and during the 
telephone follow up stage (Holbrook et al., 2003). 
Once the researcher had received the member checked responses, he read and re-
read the transcripts of each interview. This enabled him to become more familiar with 
the data. This familiarity proved especially beneficial at a later stage when the codes 
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and themes were developed (Silverman & Marvasti; 2008). Silverman and Marvasti 
(2008) add that, in qualitative data analysis, reading, writing and analysis coexist.   
There were instances where further clarity on some responses were required. In these 
cases, the researcher phoned the respondents and obtained the necessary clarity and 
added these to the transcripts. A further round of editing was carried out by the 
researcher where particular attention was paid to changing any identifiers or links to 
any of the colleges to ensure complete anonymity (Flick, 2009). The transcription and 
editing process formed the starting point for the analysis of the data collected during 
Phase 2. The researcher used content analysis for the purpose of classification, 
summarisation and tabulation wherein coding played a key role. 
3.4.6 Analysis of data  
Coding was used as a method to convert the qualitative data into themes which would, 
ultimately, be used to answer the research questions (Saldaña, 2013). The analysis 
of the interview data was a highly iterative process, with the researcher moving back 
and forth between the data collection and data analysis (Maree, 2015; Teddlie & 
Tashakkori, 2009).  
After the interviews had been transcribed and member checked, they were analysed 
using a combination of inductive and deductive analytical approaches geared towards 
discovering and relating categories in terms of the conceptual framework (Flick, 2009; 
Saldaña, 2013). In short, a three step analysis process was followed, namely, 
encoding and describing the information to understand the messages that may be 
contained in the information, analysing and interpreting the information while checking 
for links with the quantitative data and, lastly, recording the findings in an effective, 
integrated manner (Ponce & Pagan-Maldonado, 2015).   
The researcher engaged in data reduction, coding and decoding processes to analyse 
and interpret the information gathered from the interviews (Grbich, 2007). All the 
responses were anonymised with each of the six participants being given a 
pseudonym to ensure anonymity. The first participant was identified as P1, the second 
as P2, etc.  
The researcher decided to use an eclectic mix of the available analytical tools that best 
fitted the interview data (Teddlie & Tashakkori, 2009). Consequently, the interview 
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data was analysed using a combination of manual analysis as well as a data software 
package. Although the use of a qualitative data software package is not a prerequisite 
for undertaking qualitative analysis (Noble & Smith, 2014), the researcher decided to 
use ATLAS.ti (8.0) as a tool to facilitate the analysis and interpretation of the data 
(Flick, 2009) and enhance the rigour of the analysis process (Silverman & Marvasti, 
2008). Flick (2009) and Silverman and Marvasti (2008) recommend the use of 
ATLAS.ti software to supplement the analysis of qualitative data as it adds value and 
sophistication, and presents the researcher with an audit trail to ensure the 
transparency to the qualitative analysis process. Saldaña (2013) concurs with this view 
and adds that the software efficiently stores, organises, manages, and reconfigures 
the data to facilitate analytic reflection by the researcher. The researcher analysed the 
qualitative data obtained from the interviews with the six campus managers using the 
coding strategies suggested by Saldaña (2013).  
Saldaña (2013) posits that, while coding may be a complex process, it usually follows 
a common scheme as illustrated in Figure 3.3. Figure 3.3 depicts the link between the 
codes, categories, themes and theory which represents the model the researcher 
followed. 
 
Figure 3.3: A streamlined codes to theory model for qualitative inquiry 
Source: Saldaña (2013) 
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The analysis strategy suggested by Saldaña (2013) is similar to that of Creswell and 
Clark (2011) who suggested that, when analysing interview data, the first step includes 
a preliminary exploration of the data by reading through the transcripts and writing 
memos, followed by coding the data and labelling the text, and then verifying the 
codes. The codes are then used to develop themes 
 
Accordingly, the data analysis involved labelling and coding all of the data. Maree 
(2015) describes coding as the “process of reading carefully through your transcribed 
data, line by line, and dividing it into meaningful analytical units” (p. 105). As the 
researcher located meaningful segments, they were coded. The explanatory mixed 
methods nature of this study resulted in the codes being drawn from existing as well 
as new codes. The existing codes, referred to as priori codes, were drawn from the 
conceptual framework underpinning the study while the new codes emerged from the 
interview data that was linked to the research question (Flick, 2009; Maree, 2015). A 
priori coding helped the researcher harmonise the qualitative data analysis with the 
conceptual framework which then facilitated an analysis that directly answered the 
research questions (Saldaña, 2013).   
The transcripts of each of the interviews were prepared separately on Microsoft Word 
as text segments in preparation for exporting the data to the data analysis programme 
(Friese, 2014). In the initial cycle coding process, 512 text segments, referred to as 
quotations, were imported to ATLAS.ti (8.0) which yielded 610 labels, which are 
referred to as codes in the software. The researcher then grouped the labels into 24 
code clusters on a list. This list, which is referred to as a codebook, helped the 
researcher to organise and reorganise the codes in categories and, eventually, into 
the five themes (Saldaña, 2013) which are discussed in detail in Chapter 5. The 
classification breakdown of the codifying process in this study does not, however, 
compare favourably with the recommendation made by Friese (2014) who suggested 
between 120 and 300 codes for qualitative research projects. However, it does 
compare favourably with the advice of Creswell (2012, pp. 184–185) who uses the 
process of lean coding, recommending 25 to 30 categories which combine into five or 
six major themes.   
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Table 3.7 presents an example of a coded transcript extracted from the coding 
process. In some instances, one segment of a text may be coded with more than one 
code. This is referred to as co-occurring codes (Maree, 2015, p. 107). The response 
from P5 is reflected in Table 3.7 as an example of co-occurring codes. In this case the 
response is linked to two codes, namely, the role of the DHET as well as the diagnostic 
analysis of development needs. 
Table 3.7: Extract from coded transcripts 
Interviewer Response Code 
How can the DHET 
improve its support for 
the development of 
campus managers? 
The DHET should introduce and 
implement diagnostic assessment to 
determine each campus manager’s 
strengths, weaknesses, knowledge 
and skills prior to the 
commencement of training. It is 
absolutely vital that diagnostic 
assessment be administered.  
The role of the 
DHET 
(suggested) 
 
Diagnostic 
analysis of 
development 
needs 
 
Coding enabled the researcher to discover patterns that would have been more 
difficult to distinguish in the massive amounts of texts transcribed from the interviews 
(Auerbach & Silverstein, 2003). Furthermore, the researcher was readily able to 
retrieve and place the meaningful segments according to the themes or categories 
which had been identified (Maree, 2015). This allowed all the analytical units to be 
examined together and also comparisons to be made between them (Maree, 2015; 
Saldaña, 2013). Grbich (2007) adds that the codifying process allows the researcher 
to segregate, group, regroup and relink interview data in order to consolidate meaning 
and explanation. As the researcher further coded, decoded and recoded, the codes 
and categories became more refined and enabled the researcher to transcend the 
reality of the data and progress towards the thematic, conceptual and theoretical 
aspects (Saldaña, 2013, p. 62). It was essential that the data analysis process be kept 
fluid and interactive as new important insights – such as the skills lacking to engage 
confidently with labour unions – that were not emphasised in the literature review 
emerged from the interview data (Maree, 2015; Noble & Smith, 2014).  
 
After the initial coding of the interview data, during which 610 labels were created, the 
researcher continued to refine and revise the codes. The researcher moved back and 
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forth as further insights and understandings emerged from the data source (Maree, 
2015). Codes with similar meanings were further merged. For example, the initial 
codes of workshops, conferences, communities of practice and mentorship were later 
merged into a code cluster and named informal leadership development strategies 
which became a sub-theme. Ultimately, a code list of 24 codes was created.  
Analysing the data using the codifying process enabled the researcher to extract 
meaning, both implicit and explicit, from the information collected from the interviews 
with the six purposely selected campus managers. (Ponce & Pagan-Maldonado, 
2015). In the analysis numerous quotes are provided as they described the campus 
managers’ experiences more eloquently than would have possible in the third person 
(Hammond, 2005). 
3.4.6 Validity  
While some scholars proposed new terms for validity in qualitative research such as 
legitimation (Johnson & Onwuegbuzie, 2006), inference quality (Teddlie & Tashakkori, 
2009), and trustworthiness (McMillan & Schumacher, 2014), other scholars 
recommend the ongoing use of the term validity in mixed methods research as they 
view it as being equally applicable to qualitative research (Creswell & Clark, 2007; 
Spiers et al., 2018). In this study the researcher used the terms interchangeably as 
they all seek to ensure rigorous research.  
The researcher used a pilot study in Phase 2 as this is a strategy linked with improving 
the validity of a study. In order to further enhance the validity of the study, the 
researcher took great care to ensure methodological congruence i.e. that there was 
congruence between the research question and the components of the method used 
(Spiers et al., 2018, p. 2). Only campus managers with more than ten years’ 
experience in the TVET sector were selected as the researcher assumed that these 
experienced campus managers would understand and possess sufficient knowledge 
of the research topic and thus they would be able to provide rich responses (Morse, 
Barrett, Mayan, Olson, & Spiers, 2002). In order to further enhance the validity of the 
study, the draft transcripts were sent back to the campus managers to check whether 
the researcher’s interpretation of the responses shared by the participants was correct 
(McMillan & Schumacher, 2014). This was done to ensure that any bias on the part of 
the researcher did not interfere with the transcription of the responses (Flick, 2009; 
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McMillan & Schumacher, 2014). In addition, in the analysis, the researcher 
intentionally reproduced enough of the text to allow the reader to decide what the 
respondent was trying to convey to ensure that the researcher’s interpretation on the 
text was not forced on the reader (Flick, 2009; McMillan & Schumacher, 2014).   
Having discussed strategies adopted to improve the validity of the study separately for 
Phase 1 and Phase 2 respectively, a brief discussion of validity as it cut across both 
phases follows. 
3.5 VALIDITY IN MIXED METHODS STUDY 
In order to enhance the validity and rigour of the study, the researcher read exemplar 
sequential explanatory mixed methods studies so that he could examine and learn 
how methodological concepts are applied in practice as well as what procedures 
accompanied these designs to enhance their validity (Clark & Creswell, 2008). 
Consequently, the researcher applied validity criteria for quantitative research in 
Phase 1 as well as validity criteria for qualitative research in Phase 2 in order to meet 
the investigative thoroughness expected of the respective paradigms (Ponce & 
Maldonado, 2015).  
In addition, cross-cutting validity criteria, such as inference validity, were applied to 
both phases. According to Ponce and Maldonado (2015), the term inference validity 
in mixed methods studies is used to describe the effectiveness of the researcher to 
approach and capture the complexity of the research problem using quantitative and 
qualitative approaches (p. 127). Accordingly, the researcher made a concerted effort 
to ensure that the quantitative and qualitative data described, explained and accurately 
captured the research problem and its complexity (Ponce & Maldonado, 2015). 
Although triangulation was not purposefully pursued in this study, a significant degree 
of convergence of the results from Phase 1 with the results from Phase 2 was noted 
which could enhance the credibility of the research findings and even enrich the 
study’s conclusions (Creswell & Clark, 2011; Hesse-Biber, 2010; Lund, 2012; Salkind, 
2012; Tashakkori & Teddlie, 2009). For example, a key finding from the survey data 
was that induction programmes were perceived to be the most important leadership 
development intervention for campus managers (mean of 4.31) while the in-depth 
interviews corroborated the perceived importance of induction programmes and also 
131 
 
contributed a better understanding to the reasons why induction programmes were 
regarded as being an effective leadership development strategy. 
The researcher is comfortable that these strategies contributed to and built validity 
within each phase as well as across both phases of the study, thus improving the 
rigour of the study.  
 
3.6 ETHICAL CONSIDERATIONS 
It is essential that researchers give adequate consideration to ethical issues which 
may arise during their research as this may enhance the quality and credibility of the 
research (Hesse-Bieber & Leavy, 2006). Consequently, the researcher ensured that 
all the respondents provided their informed consent before they took part in the study 
(Hammond, 2005). In addition, the identities of all the participants were protected while 
all the data obtained was secured and kept confidential by the researcher (Ary et al., 
2010). All the questionnaires were completed anonymously and participants’ 
responses given during the semi-structured interviews were anonymised (Flick, 2009). 
Participants were advised that they could withdraw from the study at any point.  
Furthermore, the researcher was considerate regarding the level of threat or sensitivity 
posed by the questions and the possible invasion of the respondents’ privacy (Cohen 
et al. 2005). The draft questionnaire and all the documentation concerning permission 
to carry out the research from the various role players were sent to the Ethics 
Committee of the University of Johannesburg for ethical clearance. The committee 
requested that a few adjustments be made to the draft questionnaire. For example, in 
order to enhance the issue of sensitivity regarding gender and age, these items were 
made optional on the questionnaire. After the amendments had been effected, ethical 
clearance to conduct the study was obtained from the Ethics Committee of the 
University of Johannesburg (see Annexure E).  
 
3.7. SUMMARY 
Chapter 3 described how the researcher first used quantitative data obtained from 
academic staff members and then conducted interviews to collect a wealth of narrative 
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information to enrich the quantitative data which had been collected. The researcher 
found that using the sequential explanatory mixed method provided comprehensive 
and clear data that effectively addressed the research problem.   
The first phase of this mixed methods study was quantitative in approach and used 
surveys to collect data, using a self-developed and pilot tested instrument, from 394 
academic staff members from 15 TVET college campuses in Mpumalanga province, 
South Africa. The quantitative research items focused on which leadership practices 
of campus managers, in the view of the 394 respondents, needed development as 
well as which leadership development strategies from the categories informal, formal 
and experiential development they perceived to be important for the development of 
campus managers.   
In the second, qualitative phase, six purposely selected campus managers, who had 
been part of the sample in Phase 1, were interviewed to enable them to explore and 
explain some of the findings from the quantitative phase. In this second phase the 
semi-structured interviews addressed the same constructs as in Phase 1 but sought 
to garner greater breadth, depth, and richness from the individual views of the campus 
managers regarding the leadership practices that were perceived to require 
development as well as how they could be developed.  
The strategies to improve the reliability and validity of the study, and ethical 
considerations were also discussed. The detailed outline of the methodology provided 
above paved the way for the interpretation of the data. Consequently, the analysis of 
the quantitative data from Phase 1 is discussed in Chapter 4 while the analysis of the 
qualitative data Phase 2 is discussed in Chapter 5. The integration of the data, 
inferences and conclusions are discussed in the final chapter.  
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CHAPTER FOUR 
ANALYSIS AND INTERPRETATION OF QUANTITATIVE DATA (PHASE 1) 
 
4.1 INTRODUCTION 
Chapter 3 discussed the methodology and the research design used in the study. The 
rationale for choosing the sequential explanatory mixed method design as the most 
suitable design for answering the research questions was explained. In view of the 
fact that this mixed method study comprised two sequential phases, each phase and 
the processes followed during each stage were described in detail including a 
discussion on the sample selection, data collection tools used, analysis processes, 
and the validity of the methods used.  
In essence, Chapter 3 described how this mixed methods study sought, firstly, through 
surveys, to identify the leadership development needs of campus managers in 
Mpumalanga province, South Africa and how they could be met. Secondly, through 
semi-structured interviews, the researcher then obtained the in-depth views of six 
campus managers on selected findings from Phase 1 and how the leadership 
development of campus managers could be strengthened.     
Clark and Creswell (2008), and Ponce and Maldonado (2015) suggest that, in an 
explanatory sequential mixed method design, when two phases of data collection 
exist, the researcher should report the analysis in two separate phases before 
integrating the findings. Consequently, Chapter 4 contains an analysis of the 
quantitative data collected during Phase 1 while Chapter 5 contains an analysis of the 
qualitative data collected during Phase 2 of the study. In Chapter 6, the concluding 
chapter, the findings are integrated. 
The analysis of the quantitative data included the following: 
 Descriptive statistics pertaining to the 394 quantitative respondents from Section 
A of the questionnaire. 
 Factor analysis of Section B of the questionnaire which dealt with leadership 
practices.   
 Factor analysis of Section C of the questionnaire which dealt with leadership 
development strategies. 
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 Factor analysis of Section D of the questionnaire which dealt with the frequency 
with which leadership activities were practised. 
 Factor analysis of Section E of the questionnaire which dealt with leadership 
aspects of campus managers in both the prevailing situation and the ideal situation.  
 Statistical testing for association between the dependent variable in Sections B, C, 
D and E, and the independent variables 
 
4.2 DESCRIPTIVE STATISTICS OF THE SAMPLE 
The descriptive statistics provide a comprehensive overview of the nature of the 
institutions and details of the respondents who took part in Phase 1.  
4.2.1 Gender  
The frequency of the gender of the respondents in the sample is illustrated in Figure 
4.1.  
 
Figure 4.1: Pie chart representing the frequency of gender in the sample 
The data in Figure 4.1 shows that the ratio of female to male respondents in the sample 
was approximately 1.13 females for every one male. This compares almost exactly 
with the recent report on Statistics on Post-School Education and Training in South 
Africa which indicates that the national ratio of female to male staff in TVET colleges 
is 1.10 females to every one male (DHET, 2017).  
4.2.2 Age in years (A2_Groups) 
The various ages of the respondents in years were visually binned into groups using 
the relevant procedure in SPSS 25.0. The results are presented in Table 4.1.  
47%
53%
Frequency of gender
male female
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Table 4.1: Frequencies of the various age groups in the sample 
 Frequency Percentage 
Valid 
percentage 
Cumulative 
percentage 
Valid <= 31 101 25.7 26.2 26.2 
32–39 102 26.0 26.5 52.7 
40–47 96 24.4 24.9 77.7 
48+ 86 21.9 22.3 100.0 
Total 385 98.0 100.0  
Missing System 9 2.0   
Total 394 100.0   
 
The mean age of the participants was 39.43 years, the median 39.00 years and the 
mode 32 years. The various age groups were of similar percentages as a result of the 
binning procedure. This data is similar to the findings of the EDTP SETA Skills Training 
report (ETDP, 2012, p. 25) which indicated that a relatively large number of lecturers 
in South African TVET colleges were in the 31 to 40 year cluster. Of the 394 
respondents, 52.7% were under the age of 40 years. The mean age of the sample 
(39.43 years) correlates very closely with the national average age of lecturing staff in 
TVET colleges, namely, 39 years (Cosser et al., 2011).  
 
4.2.3 Experience in teaching at TVET institutions (A3_Groups) 
The teaching experience of the respondents in years was also visually binned into 
groups and the results are presented in Table 4.2.  
Table 4.2: Frequencies of the various teaching experience groups in the sample   
 Frequency Percentage 
Valid 
percentage 
Cumulative 
percentage 
Valid <= 4 116 29.5 30.7 30.7 
5–7 80 20.4 21.2 51.9 
8–11 93 23.7 24.6 76.5 
12+ 89 22.6 23.5 100.0 
Total 378 96.2 100.0  
Missing System 16 3.8   
Total 394 100.0   
 
The mean was 8.63 years, the median 7.00 years and the mode 5 years. Compared 
to the ages of respondents these figures appear somewhat low given that people 
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usually start teaching at about 23 years of age following their tertiary studies and, 
hence, at 39 years of age it could be expected that the corresponding years of 
experience would be approximately 15 to 16 and not nine years. One possible 
explanation is that many of the respondents had started their careers teaching in public 
secondary schools before joining TVET Colleges and, hence, they had less 
experience at TVET colleges than may have been expected (Balkrishen, 2015). 
 A correspondence plot of home language versus years of teaching experience at the 
TVET colleges revealed that the staff members whose home language was Afrikaans 
had the most experience (12+ years) (see Figure 4.2).  
 
Figure 4.2: Correspondence plot of home language versus years of teaching 
experience 
A possible explanation for this finding is that, when colleges merged in 2003, the 
majority of staff at the Mpumalanga TVET colleges were from the population group 
who spoke Afrikaans as their home language. However, the Employment Equity Act 
(RSA, 1998b) had resulted in the majority of new appointees being made from other 
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language groups. Hence, the lower levels of TVET experience of staff members with 
Nguni and Sotho as their home languages.  
4.2.4 Classification of campus by location 
The data in Table 4.3 indicates that the majority of the respondents (52.7%) were from 
urban campuses while 23.9% and 20.1% were from semi-rural and rural campuses 
respectively. The relatively large percentage of rural campuses is due to the fact that 
Mpumalanga province is primarily rural in nature. Accordingly, the government has 
taken initiatives to increase access to TVET colleges by building new campuses in the 
rural areas. For example, since 2013, Gert Sibande TVET college opened two new 
campuses in the rural areas of Balfour and Perdekop respectively (Gert Sibande TVET 
College, 2017). 
 
Table 4.3: Frequencies of classification of college by location in the sample  
 Frequency Percentage 
Valid 
percentage 
Cumulative 
percentage 
Valid None  13 3.3 3.3 3.3 
Rural 79 20.1 20.1 23.4 
Semi-rural 94 23.9 23.9 47.3 
Urban 207 52.5 52.7 100.0 
Total 393 99.7 100.0  
Missing System 1 .3   
Total 394 100.0   
 
4.2.5 Home language  
The home languages were recoded into the four main language groups in South 
Africa, namely, Afrikaans, English, Nguni and Sotho with the frequencies of these 
languages being presented in Table 4.4. 
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Table 4.4: Frequencies of the main home languages in the sample  
 
 Frequency Percentage 
Valid 
percentage 
Cumulative 
percentage 
Valid Afrikaans 43 10.9 11.4 11.4 
English 25 6.3 6.6 18.0 
Nguni 233 59.1 61.6 79.6 
Sotho 77 19.5 20.4 100.0 
Total 378 95.9 100.0  
Missing System 16 4.1   
Total 394 100.0   
 
The data in Table 4.4 indicates that the majority of the respondents in the sample 
spoke Nguni as their home language (61.6%), followed by Sotho (20.4%), then 
Afrikaans (11.4%) and then English (6.6%). Information about the languages spoken 
in South Africa provided the following breakdown for Mpumalanga province: Nguni 
(43.3%), Sotho (24.9%), Afrikaans (13.5%) and English (9.6%) (South African 
Information, 2015). The sample in this study was, thus, over-representative of Nguni 
and Afrikaans, and under-representative of English and Sotho. A possible explanation 
for this is that a significant percentage of the TVET colleges staff working in the 
province of Mpumalanga originate from the other provinces of South Africa 
(Balkrishen, 2015).  
4.2.6 Department in which you work on your TVET college campus  
Table 4.5: Frequencies of the departments of the TVET colleges in which the 
respondents work    
 Frequency Percentage 
Valid 
percentage 
Cumulative 
percentage 
Valid Engineering 126 32.1 32.4 32.4 
Business 190 48.3 48.8 81.2 
Both Business 
and Engineering 
33 8.4 8.5 89.7 
Other (e.g. skills 
programmes) 
40 10.2 10.3 100.0 
Total 389 99.0 100.0  
Missing System 5 1.0   
Total 394 100.0   
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Of the various programmes offered at TVET colleges in South Africa, 61% of students 
have been found to be enrolled in business-related programmes, while 35% of 
students were enrolled in engineering-related programmes (Cloete et al., 2012). 
Consequently, the staffing data was found to follow a similar trend with the majority of 
lecturers (48.8%) being involved in business-related programmes (see Table 4.5). 
Balkrishen (2015) suggests that, as more female lecturers are usually involved in 
business departments than males, this may possibly explain the larger number of 
female respondents in the sample compared to males (see Figure 4.1).  
 
 4.2.7 Frequencies of current position in TVET college campus 
The data in Figure 4.3 indicates that the majority of the respondents were lecturers 
(259) which is what the researcher had expected as lecturers constitute the largest 
proportion of the academic staff at TVET college campuses. The number of heads of 
division (HODs) in the sample was, however, lower than expected as each campus 
usually has more HODs than campus managers. Nonetheless, the ratio of senior 
lecturers to lecturing staff was a reasonable representation of the situation in TVET 
colleges in South Africa (Balkrishen, 2015). Although the questionnaire targeted 
academic staff, a small number of non-academic staff (support and other staff) also 
responded.  
 
 
Figure 4.3: Respondents’ positions at the TVET college campus 
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4.2.8 Highest educational qualification obtained  
The original seven qualification categories were collapsed to the three shown in Table 
4.6.  
 
  Table 4.6: Frequencies of the highest qualification obtained  
 Frequency Percentage 
Valid 
percentage 
Cumulative 
percentage 
Valid NQF levels 4-6 160 40.6 41.8 41.8 
NQF level 7 133 33.8 34.7 76.5 
NQF Levels 8-10 90 22.8 23.5 100.0 
Total 383 97.2 100.0  
Missing System 11 2.8   
Total 394 100.0   
 
The study found that the majority of the respondents (41.8%) had an NQF qualification 
at levels 4 to 6. The qualification trends in the sample were very similar to the national 
qualification statistics pertaining to the academic staff in TVET colleges. The EDTP 
SETA report (2013) indicated that approximately 27.1% of lecturers at TVET colleges 
in South Africa held degree qualifications, which is similar to the sample (23.5%), while 
37.7% had undergraduate diplomas compared to the 34.7% of the sample.  
 
Sections B, C, D and E were all items posed on interval scales and, hence, they could 
be analysed as such. These items were the dependent variables in the research while 
the variables in Section A were the independent variables. As each section consisted 
of numerous items the process of factor analysis was utilised in an attempt to find a 
more manageable size while retaining as much of the original information as possible 
(Field, 2018). Accordingly, each section of the questionnaire was discussed 
separately.  
 
4.3 FACTOR ANALYSIS OF SECTION B 
Section B contained 25 items with the respondents being asked to give their 
perceptions of the extent to which campus managers performed the leadership 
practices listed. The scale was anchored by 1 – “to no extent” – on one side and by 
“to a very large extent” (5) on the other side. The researcher performed both a principal 
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component analysis (PCA) and principal factor analysis (PFA) with both Varimax and 
Oblimin rotation using SPSS 25.0.  
In all the factor analytic procedures the same factor structure was obtained, namely, 
two first-order factors. This researcher decided to use the Oblimin result after removing 
B13 and B14 as they loaded highly on both factors. The Kaiser Meyer Olkin value 
(KMO) was 0.973 and the Bartlett’s sphericity had a p value of less than 0.0005, 
suggesting that such a reduction procedure was in order. The two factors which 
explained 69.59% of the variance present are presented with their mean scores and 
factor loadings in Tables 4.7 and 4.8.  
Table 4.7: Items with mean scores and factor loadings present in Focus on 
learning and teaching performance (FB1.1)       
FB1.1 – Focus on teaching and learning performance (α = 0.955 13 items) 
Item Description. Extent to which the campus manager 
carries out the following roles:  
Mean Loading 
B16 Ensures that instructional time is protected 3.63 0.796 
B21 Monitors student academic performance 3.66 0.752 
B15 Provides resources for teaching 3.47 0.747 
B22 Enforces student discipline through the code of conduct 3.44 0.746 
B18 Encourages the use of technology to support 
instruction 
3.54 0.723 
B17 Uses data from examination results to improve campus 
performance 
3.70 0.715 
B2 Creates high academic expectations among staff 3.79 0.694 
B3 Creates high academic expectations among students 3.74 0.684 
B24 Supervises the effective implementation of the 
integrated quality management system (IQMS) 
3.46 0.679 
B20 Provides written feedback on lesson observations 3.30 0.666 
B1 Sets clear academic targets for lecturers 3.74 0.664 
B23 Encourages stakeholder involvement 3.33 0.645 
B19 Holds staff accountable for poor performance 3.49 0.611 
 Average   3.56 0.702 
 
The literature review identified core leadership roles practised by successful campus 
managers with these core leadership roles constituting the items in this section 
(Cotton, 2003; Hallinger, 2003; Leithwood et al., 2004; Marzano et al., 2005; 
McCaffery, 2010; Pont et al., 2008a). The data in Table 4.7 indicated a factor mean 
3.56 and median of 3.77. This may be interpreted as the respondents having the 
perception that campus managers performed those roles in the factor to a moderate 
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extent.  However, successful managers should practice these instructional leadership 
roles to a large extent. (Backor & Gordon, 2015; Brazer & Bauer, 2013; Hallinger, 
2005). Possible reasons that campus managers did not focus on teaching and learning 
performance to a large extent are wide and varied. For example, participant 2 (P2), in 
the qualitative phase, indicated that being a campus manager in TVET colleges in 
South Africa is very demanding as the TVET sector is in a state of constant change. 
Campus managers are faced with more demands, additional responsibilities and 
greater levels of accountability than ever before. Campus managers have to manage 
increased student enrolments, student welfare, student bursaries, student protests, 
queries from employers, parents and labour unions, and work integrated learning. The 
view of P5 (see § 5.6.2), provided below, illustrates the complexity of managing a 
campus. 
The average campus manager oversees about 2000 students and about 100 
staff members. The majority of our students are from rural areas and poor 
homes. You have so many clients both external and internal. Although I know 
that my main focus is to prepare my students for the world of work by providing 
high-quality teaching, I find that at times, I do not do justice as there is not 
enough time with so many competing priorities. 
While campus managers seemed acutely aware of the importance of their role in 
leading teaching and learning, as alluded to by P5, they experienced difficulty in finding 
the appropriate balance between their administrative, management and leadership 
roles. All participants indicated that the main reason for defaulting on their instructional 
leadership role was due to a lack of time (see § 5.7.2). Although distributive leadership 
can assist, most campus managers do not have the requisite skills to delegate 
efficiently (see § 5.6.2). Consequently, items such as monitoring student academic 
performance and supervision of staff were not given the necessary attention needed 
– hence the lower average mean of 3.56. 
A large body of literature on educational leadership contends that effective educational 
leaders have a strong focus on teaching and learning activities (see, for example, 
Cotton, 2003; Hallinger, 2003; Leithwood et al., 2004; Marzano et al., 2005; McCaffery, 
2010; Pont et al., 2008a). Providing high quality instruction is the core business of a 
TVET college campus (Goodwin et al., 2015; RSA, 2013). Accordingly, the National 
Development Plan 2030 (NDP 2030) set an average certification rate target for TVET 
colleges in South Africa of 75% by 2030 from the 2015 performance of 42% (RSA, 
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2013). This target places greater accountability on campus managers in respect of 
their focus on teaching and learning activities. The findings by Shatzer et al. (2014) 
indicate that instructional leadership activities, such as those included in Section B, 
explained more of the variance in student achievement than any other type of 
leadership theories in the literature. Hence, if the 75% certification rate target of the 
NDP 2030 is to be achieved (RSA, 2013), in view of the fact that campus managers 
are all concerned with improving learner achievement, the focus of the campus 
manager on teaching and learning activities should be at a very high level (Balkrishen, 
2015; Bush, 2008a; Darling-Hammond et al., 2007).  
Leithwood et al. (2004) found that setting direction accounts for the largest proportion 
of the leader’s impact on the effectiveness of an institution. Although a mean score of 
at least four would have been more acceptable as this would have indicated that the 
campus managers were perceived as performing these behaviours to a significant 
extent, it is encouraging to note that those practices linked to setting direction i.e. 
creates high academic expectations among staff (3.79), creates high academic 
expectations among students (3,74) and sets clear academic targets for lecturers 
(3.74), achieved the highest mean scores.  
Of concern is the perception that campus managers were not encouraging stakeholder 
involvement to a significant extent (mean of 3.33). Berke et al. (2008) and Mooney 
and Mausbach (2008) regard working closely with stakeholders as critical to the 
successful achievement of the vision of the campus. Thus, greater clarity and 
explanations were sought from campus managers during the semi-structured 
interviews in Phase 2 regarding the reasons for some of these findings. Phase 2 also 
explored how leadership development strategies may assist to strengthen the 
leadership skills of campus managers in the areas highlighted in Phase 1.   
The distribution of data in the factor is illustrated in Figure 4.4.  
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Figure 4.4: Histogram and boxplot showing the data distribution in the focus  
on teaching and learning performance item (FB1.1) 
The data distribution was slightly negatively skew but, as the sample was large, it was 
possible to use parametric tests when conducting the data analysis of the factor mean 
scores.  
 
Table 4.8: Items with mean scores and factor loadings present in Cultivating 
an effective collaborative learning climate (FB1.2)  
 
FB1.2 – Cultivating an effective collaborative learning climate  
Item Description: Extent to which the campus manager 
carries out the following roles:  
Mean Loading  
B8 Leads the continuous professional development of staff 3.27 0.834 
B7 Diagnoses staff development needs 3.24 0.827 
B10 Evaluates the impact of staff development initiatives 3.22 0.808 
B9 Create a learning climate for staff 3.39 0.798 
B11 Adopts an effective conflict resolution approach 3.31 0.766 
B12 Implements an effective diversity management strategy 3.37 0.76 
B6 Encourages lecturers to work as a team 3.82 0.754 
B4 Encourages shared decision making 3.58 0.739 
B5  Provides a good example for staff to follow 3.67 0.691 
 Average 3.43 0.755 
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This factor was presented with its mean scores and factor loadings in Table 4.8. The 
data showed a factor mean of 3.43 and median of 3.56 which indicated that the 
respondents had the perception that campus managers perform these behaviours to 
a moderate extent only. A collaborative learning climate is important if lectures are to 
teach effectively and students are to perform well academically (Day et al. 2005; 
Spillane, 2004; Stronge & Leeper, 2013). Consequently, campus managers should 
encourage collaboration and lead the institution by example (Copland & Knapp, 2006; 
Stronge et al., 2008).  
 
Once again, although an average mean score of at least four would have been more 
acceptable, the two items with the highest mean scores were encouraging, namely, 
that campus managers encourage teamwork (3.82) and they provide a good example 
for staff to follow (3.67). The mean score of 3.82 for encouraging teamwork implies 
that the campus managers ensure that academic staff work together and support each 
other to a moderate level. Additional training for campus managers will enable them 
to elicit the full benefit of teamwork where it becomes inculcated as part of the culture 
of the campus with the added benefits of improved levels of motivation and creativity. 
In terms of the campus manager providing a good example for staff to follow, P1 
acknowledges the importance of this item (see § 5.4.1.3). However, the mean score 
of 3.67 indicates that perhaps some campus managers are not deliberately and 
consciously demonstrating, in their daily actions, the core values and behaviours that 
should be promulgated. For example, P5 (see § 5.6.3) provides a possible reason for 
the moderate rating with his observation that some campus managers participate in 
unethical practices such as “fraud and corruption”. 
 
The importance of developing staff is a critical skill required by campus managers as 
the main objective of developing staff is to improve their capacity so that the goals of 
the institution, such as improved student performance, may be achieved (Hallinger, 
2005; Leithwood et al., 2006; Supovitz & Poglinco, 2001). Consequently, it is 
concerning that the three items linked to staff development, namely, leads the 
continuous professional development of staff (mean of 3.27), diagnoses staff 
development needs (mean of 3.24) and evaluates the impact of staff development 
initiatives (mean of 3.22), had the lowest mean scores. The qualitative phase sought 
explanations for these perceived weaknesses and also investigated how leadership 
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development strategies may assist in strengthening the staff development skills of 
campus managers.  
The distribution of data in the factor is illustrated in Figure 4.5.  
  
 
Figure 4.5: Histogram and boxplot showing the data distribution on cultivating 
an effective collaborative learning climate 
 
Multiple educational researchers regard instructional leadership as a critical 
component of successful teaching and learning in educational institutions (Backor & 
Gordon, 2015; Brazer & Bauer, 2013; Hallinger, 2005). A significant body of literature 
supports the notion that instructional leadership is made up of various dimensions. For 
example, Hallinger (2005) emphasises the role of the campus manager in promoting 
a positive campus learning climate. This learning climate is inextricably linked to the 
motivation of staff (Leithwood, Harris, & Hopkins; 2008). Consequently, it was worth 
noting that the highest mean score attained was in B6 – encourages lecturers to work 
as a team – as this invariably improves staff motivation and helps to create a positive 
learning climate. However, the researcher has observed during his numerous 
interactions with various campuses that the motivation levels of staff were generally 
low. Possible reasons for low levels of motivation include large class sizes, low 
salaries, insufficient promotion opportunities and limited development opportunities.   
 
When the two first-order factors in this study were subjected to a second-order 
analysis, one factor only resulted which contained 22 items and had a Cronbach’s 
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alpha coefficient of 0. 972. This one factor explained 91.0% of the variance present in 
the first two factors and was named Instructional Leadership (FB2.0). Hence, it was 
possible to conclude that Instructional Leadership (FB2.0) is built on two dimensions 
or factors, namely, a focus on teaching and learning performance (FB1.1; β = +0.586; 
p<0.0005) and cultivating an effective collaborative learning climate (FB1.2; β = 
+0.462; p<0.0005). The focus on teaching and learning performance (FB1.1) is the 
best predictor of Instructional leadership followed by an effective collaborative climate 
(FB1.2). A possible causal diagram with standardised regression coefficients and 
correlation between the two exogenous factors is presented in Figure 4.6. Both FB1.1 
and FB1.2 impact directly on FB2.0 and are highly correlated with one another.  
 
Figure 4.6: A possible causal diagram with standardised regression coefficients 
and correlation between the two exogenous factors 
 
 
4.4 FACTOR ANLYSIS OF SECTION C 
There are numerous findings in the literature which support the contention that one of 
the most important factors that influence student achievement in educational 
institutions is leadership (Balkrishen & Mestry, 2016; Bush, 2008a; DHET, 2015; 
Leithwood et al., 2010; Shelton, 2011; Simkins, 2005). Consequently, improving the 
capacity of campus managers through leadership development strategies is 
imperative in order to, ultimately, improve teaching and learning and, hence, student 
academic achievement in TVET colleges (Bush, 2008a; Slater & Nelson, 2013; Pont 
et al., 2008a). Accordingly, Section C sought to identify which of the leadership 
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development strategies, identified in the literature review, were perceived to be 
important by the respondents. 
Section C contained 10 items on a five-point interval scale and which referred to the 
importance of campus managers participating in the leadership development 
strategies stipulated. The scale was anchored by 1 (not important) and 5 (of crucial 
importance). The initial analysis had a KMO value of 0.926 with Bartlett’s sphericity of 
p = 0.0000, showing the factor analysis should give a more parsimonious solution. 
One factor resulted which explained 60.26% of the variance present. The factor had a 
Cronbach’s alpha coefficient of 0.926.  
Table 4.9: Items with mean scores and factor loadings present in the importance 
of leadership development strategies for campus managers (FC1.0)  
FC1.0 – Importance of leadership development strategies for campus 
managers (α = 0.926 for 10 items) 
Item Description Mean Loading 
C4 Mentoring and coaching 4.10 0.838 
C3 Networking of campus managers 4.17 0.798 
C5 College in-service leadership training programmes 3.98 0.792 
C6 Regional in-service leadership training programmes 4.11 0.792 
C1 Induction programmes 4.32 0.789 
C2 Workshops for campus managers 4.27 0.779 
C7 Formal leadership qualifications after appointment 4.20 0.759 
C8 Formal leadership qualifications before appointment 4.02 0.742 
C9 
Experiential development as a deputy campus 
manager or head of department (HOD) 4.11 0.734 
C10 
Experiential development as an acting campus 
manager 4.16 0.734 
Average  4.14 0.776 
 
This factor is presented with its mean scores and factor loadings in Table 4.9. The 
average mean score of 4.14 and median of 4.30 indicated that the majority of the 
respondents believed the leadership development strategies to be important. Of the 
10 items, seven a mode of 5, thus indicating that these strategies were regarded as 
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crucially important. Induction programmes had the highest mean (4.32) followed by 
workshops for campus managers (4.27). These results compared favourably to the 
existing literature on successful leadership development strategies for educational 
leaders upon which the items were based (Darling-Hammond et al., 2007; Pont et al., 
2008b; Slater & Nelson, 2013; Sullivan, 2013).  
However, in practice, campus managers are rarely inducted as it is not a mandatory 
requirement by the DHET and is left to the discretion of individual colleges. The 
qualitative phase indicated that none of the six campus managers were inducted 
except P4 who was partially inducted (see § 5.6.1). All participants accentuated the 
need for mandatory induction programme especially for newly appointed campus 
managers (see § 5.6.1). In South Africa, where preservice or formal leadership 
qualifications are not mandatory for appointment, the role of induction becomes even 
more paramount to improve the success of campus managers.  
Similar to induction, in practice, campus managers in TVET colleges have limited 
opportunities to attend workshops (see § 5.6.4.3). Participants in the qualitative phase 
cited the lack of funding for campus managers to participate in workshops, the vast 
distances that campus managers have to travel to attend workshops, a lack of 
workshops specifically designed for campus managers and a lack of time as possible 
reasons for low participation rates (see § 5.7).The literature review highlighted that 
effective preparation and development made a significant difference to the 
performance of campus managers, thus making it unfair to appoint new campus 
managers without structured induction programmes (Yakavets, 2017).  
Items 10.1, 10.2 and 10.3 asked the respondents to rank the 10 leadership strategies 
from the first most important to the third most important. The item Induction 
programmes was ranked as first most important (80 or 21.9% of respondents), 
Workshops as second most important strategy (67 or 18.3% of respondents) while 65 
or 17.8% ranked Experiential development as an acting campus manager as the third 
most important strategy.   
The data distribution was negatively skewed as is seen from the histogram in Figure 
4.7. 
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Figure 4.7: Histogram and boxplot showing the data distribution in the factor  
importance of leadership development strategies (FC1.0) 
From the data in the boxplot one may observe that respondent 57 was an extreme 
outlier but was not removed from the data. This respondent was a lecturer who was 
44 years old and who had six years teaching experience at TVET colleges. He had a 
bachelor’s degree, Venda was his home language and he taught at an urban college. 
To him ( 1 10.X  ) leadership strategies were not at all important, thus indicating a 
negative attitude towards the development of campus managers. There were other 
respondents who also recorded low factor mean scores and all were lecturers.  
 
 
4.5 FACTOR ANALYSIS OF SECTION D 
A common finding by scholars is that the primary reason provided by leaders for their 
defaulting on their instructional leadership roles is a lack of time (Brauckmann & 
Schwarz, 2015; Jarvis et al., 2013; Klocko & Wells, 2015; Kraft & Gilmour, 2016; 
Leonard, 2010). Consequently, Section D sought to establish how often campus 
managers participated in the leadership activities identified. 
 
Section D contained 15 items asking respondents about the frequency with which they 
perceived campus managers to participate in the leadership practices listed. The 
seven-point scale was collapsed to a five-point interval scale as 1 (I do not know) and 
7 (never) did not contribute towards the factor. Furthermore, item D1 (Lesson 
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observations) loaded highly on both factors and was removed. The remaining 10 items 
had a KMO of 0.913 and Bartlett’s sphericity of p = 0.000, thus indicating a more 
parsimonious solution of items was possible. Two first-order factors resulted from the 
PCA with Oblimin rotation and explained 64.05% of the variance present. The first 
factor (FD1.1) was named leadership practices frequently engaged in and had a 
Cronbach’s alpha coefficient of 0.896. The mean scores and factor loadings of the 
items is shown in Table 4.10.  
 
Table 4.10: Histogram and boxplot showing the data distribution of items in 
leadership practices frequently engaged in (FD1.1) 
 
FD1.1 Leadership practices frequently engaged in (once a week or more 
often) α = 0.896 
Item 
Description – How frequently does the campus 
manager engage in: Mean Loading 
D4 Meetings away from campus 3.85 0.846 
D3 Meetings on campus (exclude morning briefing meetings) 3.90 0.789 
D2 Campus walkthroughs 3.78 0.746 
D8 
Mentoring middle managers (Education specialists and 
HODs) 3.84 0.689 
D7 Administrative work 3.50 0.689 
D13 Motivating staff 3.91 0.630 
D11 Managing SRC challenges 3.82 0.592 
D12 Motivating students 4.08 0.493 
Average  3.66 0.684 
 
The average mean score of 3.66 showed that the respondents believed that the 
campus managers were frequently engaged in the leadership practices listed where 
frequently indicated at least once per week or more often. Items that occurred more 
often scored lower on the scale provided. Item D 7 (administrative work) had the lowest 
mean score (3.50) and, hence, was the behaviour practised the most often. Leithwood 
et al. (2010) and Brauckmann and Schwarz, (2015) suggest that modern educational 
leaders must find a balance between their administrative role and their instructional 
leadership function.  
In TVET colleges in South Africa, campus managers are burdened with vast amounts 
of administrative work. Data from the qualitative phase indicated that campus 
managers spent between 60% and 80% on administrative matters (see § 5.7). For 
example, P4 indicated that he spent one hour per day merely dealing with bursary 
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management (see § 5.7.2). Similarly, while acknowledging that delegating these 
administrative tasks have merits, P5 felt that as he is accountable for bursaries he 
preferred to control it himself (see § 5.7.3). Due to the excessive time campus 
managers spent in their offices performing administrative tasks, instructional 
leadership tasks such as motivating students and staff, which successful managers 
perform regularly, took place less often.   
The data distribution was slightly positively skew as the greater the frequency of a 
behaviour occurring the lower the scale score. The data is presented in Figure 4.8. 
 
  
 
 
 
Figure 4.8: Histogram and boxplot showing the data distribution in the factor 
frequently occurring leadership practices (FD1.1) 
 
The boxplot in Figure 4.8 shows numerous outliers such as respondents 132, 69, 34, 
etc. The majority of these respondents were lecturers with less than two years’ 
experience which may suggest that they were not very familiar with the activities in 
which the campus manager engaged but were not removed from the analysis.  
 
The second factor was named leadership behaviours not frequently engaged in 
(FD1.2). It had a Cronbach’s alpha coefficient of 0.855. The items and the loadings of 
the items on this factor are presented in Table 4.11.  
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Table 4.11: Histogram and boxplot showing the data distribution of items in 
leadership practices not frequently engaged in (FD1.2) 
 
FD1.2 – Leadership practices not frequently engaged in (Once a month or 
less) α = 0.855 
Item 
Description – How frequently does the campus 
managers engage in … Mean Loading 
D5 Teaching students 4.85 -0.923 
D14 Monitoring student work 4.26 -0.846 
D10 Recruitment of staff 4.30 -0.657 
D9 Personal leadership development 4.16 -0.648 
D15 Monitoring lecturer records 4.25 -0.626 
D6 Developing instructional capacity of lecturers 4.43 -0.559 
Average  4.38 -0.710 
 
The negative factor loadings observed in Table 4.11 were probably due to the way in 
which the scale was arranged, namely, from behaviours which occurred more often 
scoring lower on the scale compared to those behaviours which occurred less often 
on the scale which scored higher values. Based on prevailing practice, the researcher 
expected that campus managers would rarely be involved in the teaching of students. 
In the TVET sector, similar to high schools in South Africa, as academic staff move 
higher up the hierarchical structure, their teaching task becomes less. Hence, the one 
thing they were possibly best at, namely, teaching, seems to be practised the least.  
 
The primary objective of developing staff is to improve their capacity so that the goals 
of the institution, such as improved student performance, may be achieved (Hallinger, 
2005; Leithwood et al., 2006; Supovitz & Poglinco, 2001). A review of the global 
practices of successful educational managers indicates that they use every 
opportunity to improve the instructional skills of their staff (Supovitz & Poglinco, 2001). 
Consequently, the perception that the campus managers in the study did not engage 
frequently in the item on developing the instructional capacity of lecturers (mean of 
4.43) did not compare favourably with global practice. This contrast must, however, 
be mediated by the different South African campus contexts and the challenges posed 
by both structural inequality and poverty which continue to challenge campus 
managers’ efforts to improve the quality of learning in different campus contexts. From 
observing prevailing practices in the TVET sector, the researcher is of the opinion that 
this leadership role of developing the instructional capacity of lecturers should be 
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greatly enhanced through appropriate leadership development strategies especially 
as the majority of lecturers at TVET colleges first worked at high schools (Balkrishen, 
2015) and have not adjusted their instructional styles to suit the complexity of the TVET 
student cohort.  
The data distribution is presented in Figure 4.9. 
   
Figure 4.9: Histogram and boxplot showing the data distribution in the factor  
less frequent leadership practices (FD1.2) 
 
 
4.6 FACTOR ANALYSIS OF SECTION E 
The items in Section E asked respondents the extent to which they agreed or 
disagreed with the listed leadership aspects of campus managers as they related to 
the current situation on their campus and their level of importance in the ideal situation. 
The original 5-point interval scales were collapsed to three-point scales, namely; 1 = 
not at all to a very small extent; 2 = to a moderate extent and 3 = to a large and very 
large extent. The ideal categories became 1 = not important to not very important, 2 = 
fairly important and 3 = important to crucially important.  
 
A factor analytic procedure (PCA with Oblimin rotation) was performed on the 11 items 
using SPSS 25.0. Item rCSE1 was removed from the factor analysis as it loaded highly 
on two factors. One factor was forced and explained 50.67% of the variance present. 
It had a Cronbach’s alpha coefficient of 0.890 and was named ‘Extent of agreement 
with leadership practices in the current situation” (CSEF1.0). The same procedure was 
carried out regarding the 11 items which asked about the importance of these 
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leadership practices in the ideal situation. Item rISE1 was also removed as the 
researcher wished to compare the two factors and, hence, the items had to be the 
same. One factor resulted and was named “Importance of leadership practices in the 
ideal situation” (ISEF1.0). It had a Cronbach’s alpha coefficient of 0.797 and explained 
47.95% of the variance present. The two factors and their mean scores for each item 
are presented in Table 4.12. 
 
Table 4.12: The mean scores of the current situation and ideal situation factors  
CSEF1.0 – Extent of agreement on current leadership practices- α = 0.890 
ISEF1.0 – Importance of leadership practices in ideal situation- α = 0.797  
Item 
Description: Current state (CS) and ideal state (IS) 
of leadership practices 
Mean 
CS 
Mean 
IS 
rCSE2 The campus manager works collaboratively with other 
campus managers in the college 
2.42 2.76 
rCSE3 The campus manager is held accountable for student 
performance 
2.40 2.71 
rCSE4 The campus manager spends the majority of his/her 
time leading teaching and learning 
2.19 2.54 
rCSE5 The campus manager spends the majority of his/her 
time involved in administrative matters 
2.55 2.54 
rCSE6 The campus manager plays a leading role in the 
appointment of lecturers 
2.39 2.76 
rCSE7 The campus manager receives regular leadership 
training 
2.29 2.86 
rCSE8 The campus manager uses change management 
strategies to implement new ideas 
2.29 2.67 
rCSE9 The campus manager is regularly supervised 2.24 2.64 
rCSE10 The recruitment process for appointing campus 
managers is fair 
2.17 2.80 
rCSE11  Many lecturers aspire to become campus managers 2.18 2.34 
Average 2.31 2.66 
 
From the data in Table 4.12 one may clearly observe that, in most items (except E5), 
the mean scores of the ideal situation were higher than the mean scores in the current 
situation. This was expected as the ideal is almost always scored at a higher level by 
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respondents. Item E5 was an interesting exception as it involved administrative 
matters and indicated that academic staff would prefer campus managers in the ideal 
situation to spend less time on administrative matters. However, various factors 
contribute to the increased administrative workload of campus managers. For 
example, since the introduction of bursaries for TVET students from poor homes in 
2007 (RSA, 2013), the researcher has observed the increased administrative burden 
this places on campus managers. The amount of administrative work that 
accompanies the disbursement of bursaries, for which the campus manager is 
accountable, is extensive. The researcher is of the view that outsourcing the 
administration of bursaries is one example of how the administrative workload of the 
campus manager may be reduced to allow the campus manager to spend more time 
on instructional leadership.  
 
Item rCSE2 had a large variance of 0.34 between the current situation (mean of 2.42) 
and the ideal situation (mean of 2.76). The expectation was that since each of the 
three TVET colleges in the sample had five or six campuses, these campus managers 
would work collaboratively with each other. One of the possible reasons for this 
deviation may be linked to the rural nature of the province of Mpumalanga where 
distances between the campuses are vast. Hence, meetings between campus 
managers become curtailed.  
 
Item rCSE10 had the biggest variance of 0.63 between the current situation (mean of 
2.17) and the ideal situation (mean of 2.80). The perception of academic staff is that 
the recruitment process for appointing campus managers is not fair and an 
improvement is needed in this area. This perception was reinforced by the findings in 
the qualitative study where the six participants were highly critical of the current 
recruitment processes of campus managers (see § 5.7.4). By inference, the academic 
staff are not satisfied with the suitability of campus managers appointed. One of the 
factors that possibly exacerbates this situation is that TVET colleges have been forced 
to compete with high schools for the same limited pool of applicants for leadership 
positions. As the conditions of service are perceived to be better in high schools, many 
aspirant campus managers take up leadership positions in high schools. In order to 
strengthen the recruitment process, P1, P2, P5 and P6 (see § 5.7.4) suggest that 
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competency tests, with an emphasis on instructional leadership, be administered as 
part of the recruitment process. 
 
The data distribution of the items in the two factors is presented in Figure 4.10. 
   
 
Figure 4.10: Histogram showing the data distribution of the agreement with 
leadership practices in the current situation and the importance those practices 
in the ideal situation  
 
The data distribution in Figure 4.10 shows that the ideal situation had a higher mean 
score as compared to that of the current situation and that both distributions were 
negatively skew. Hence, a non-parametric procedure, such as the Wilcoxon signed 
rank test (Field, 2018) for related samples, could be utilised as the items in both factors 
were completed by the same respondents. The results of the Wilcoxon related 
samples test were as follows: 
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The mean of the leadership practices in the ideal situation differed statistically 
significantly from the leadership practices in the current situation (z = -9.423; 
p<0.0005). The effect size (r = 0.50) may be classified as important while the practical 
significance is that the aim should be to strive to reach the ideal as represented by 
importance with respect to the leadership practices listed.  
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4.6.1 Comparison of the extent of agreement of the current situation items with 
the importance of the ideal situation items in Section E  
As the items of the current situation and the ideal situation were both on five-point 
interval scales and completed by the same respondents they could be compared to 
one another using the paired items Wilcoxon t-test. Table 4.12 illustrated the ideal 
factor mean was significantly larger than the current situation items although there was 
no clarity on which of the items differed significantly and what the importance of each 
comparison was to this significant difference? A comparison of the items using 
Wilcoxon paired t-tests is presented in Table 4.13 
 
Table 4.13: Comparing the current situation items with the ideal situation  
Items  Z score p-value r 
rISE1. Campus managers’ salaries compare well with 
similar levels in the private sector – rCSE1. Campus 
managers’ salaries compare well with similar levels in 
the private sector 
-9.017 0.000 0.49 
rISE2.The campus manager works collaboratively 
with other campus managers in the college – 
rCSE2.The campus manager works collaboratively 
with other campus managers in the college  
-6.521 0.000 0.35 
rISE3. The campus manager is held accountable for 
student performance – rCSE3. The campus manager 
is held accountable for student performance  
-5.862 0.000 0.32 
rISE4.The campus manager spends the majority of 
his/her time leading teaching and learning – 
rCSE4.The campus manager spends the majority of 
his/her time leading teaching and learning  
-6.132 0.000 0.34 
rISE5.The campus manager spends the majority of 
his/her time involved with administrative matters – 
rCSE5.The campus manager spends the majority of 
his/her time involved with administrative matters  
-0.187 0.852 0.01 
rISE6.The campus manager plays a leading role in 
the appointment of lecturers – rCSE6.The campus 
-6.501 0.000 0.35 
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manager plays a leading role in the appointment of 
lecturers  
rISE7.The campus manager receives regular 
leadership training – rCSE7.The campus manager 
receives regular leadership training  
-8.626 0.000 0.47 
rISE8.The campus manager uses change 
management strategies to implement new ideas – 
rCSE8.The campus manager uses change 
management strategies to implement new ideas  
-8.322 0.000 0.45 
rISE9.The campus manager is regularly supervised – 
rCSE9The campus manager is regularly supervised  
-7.618 0.000 0.41 
rISE10.The recruitment process for appointing 
campus managers is fair – rCSE10.The recruitment 
process for appointing campus managers is fair 
-10.222 0.000 0.56 
rISE11. Many lecturers aspire to become campus 
managers – rCSE11. Many lecturers aspire to 
become campus managers 
-3.154 0.002 0.17 
** = Statistically significant at the 0.001% (p<0.0005) 
r = Effect size (0.00 to 0.29 = small; 0.30 to 0.49 = moderate; 0.50 or larger = large)  
 
As the effect sizes were standardised values it was possible to compare the items 
directly with one another. The first and most important effect had to do with the fairness 
of the recruitment process for appointing managers. In this item the ideal rank score 
was significantly higher than the real score, thus indicating a problem which needed 
to be resolved as the effect size was large (0.56) and, hence, the practical or 
substantive significance was important. This was an important effect and warranted 
further investigation as perceptions that the appointment process is unfair may 
severely undermine the morale of the staff. This finding was, however, not unexpected 
as at the time of the study the DHET was considering changing the recruitment 
procedure to eliminate the undue influence of labour unions to ensure that only the 
most competent individuals are appointed as campus managers (RSA, 2013). The 
researcher investigated this item more deeply during the qualitative phase of the 
research.  
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The second point of interest in the data in Table 4.13 was that there was no statistically 
significant difference between the current situation and the ideal situation as far as the 
time involved in administrative matters was concerned. This complemented the finding 
from item D7 in Table 4.10 where the frequency of campus managers performing 
administrative work was perceived to be too high. Further matters that appeared to be 
important included the perceptions of salaries paid to civil servants were much lower 
than those in the private or non-governmental service and that campus managers 
should receive more regular leadership training.  
 
In an effort to see how the perceptions of academic staff varied based on their gender, 
age and experience, statistical testing for association was carried out for Sections B, 
C, D and E. 
 
 
4.7 STATISTICAL TESTING FOR ASSOCIATION BETWEEN THE DEPENDENT 
VARIABLE IN SECTION B AND THE INDEPENDENT VARIABLES  
The independent variables in Section A were divided into those consisting of two 
independent groups and those consisting of three or more independent groups.  
 
4.7.1 Gender as an independent group 
The frequency of the gender of respondents in the sample is illustrated in Figure 4.1. 
A possible hypothesis for gender would be: 
Ho – There is statistically no significant difference between the factor mean scores of 
male and female respondents regarding the perceptions of instructional leadership of 
campus managers. 
Ha – There is statistically a significant difference between the factor mean scores of 
male and female respondents regarding the perceptions of the instructional leadership 
of campus managers. 
The results of the independent t-test for two groups were: 
2 0 3 54 2 0 3 47 378 0 76 0 45[ . . ; . . ; ( ) . ; . ]M FFB X FB X t p      
The result of the analysis showed that the null hypothesis was correct and that this 
effect in the population of respondents was highly likely. However, the female 
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respondents may be said to have agreed slightly less strongly with the items in the 
factor as compared to the male respondents.   
 
All the other variables in Section A contained three or more independent groups and, 
hence, ANOVA was used to determine any significant differences between the various 
group factor-mean scores.  
4.7.2 Age in years  
The frequency of the age of respondents in the sample is provided in Table 4.1. The 
results of the one-way ANOVA were: 
31 32 39 40 47 483 52 3 56 3 33 3 54 3 377 1 206 0 307[ . ; . ; . ; . ; ( , ) . ; . ]yrs yrs yrs yrsX X X X F p          
All four of the age groups agreed to a moderate extent that the campus managers 
practised the instructional leadership behaviours listed in Tables 4.7 and 4.8. They 
did, however, not differ statistically significantly from one another and, hence, the null 
hypothesis should be retained. 
4.7.3 Experience in teaching in TVET institutions in years  
The teaching experience of the respondents in years is provided in Table 4.2. When 
using instructional leadership (FB2.0) as a dependent variable the ANOVA tests were 
as follows: 
4 5 7 8 11 122 0 3 58 3 59 3 60 3 23 3 370 3 55
0 015 0 17
. . ; . ; . ; . ; ( , ) . ;
. ; . ]
yrs yrs yrs yrsFB X X X X F
p r
        
 
 
The results indicated that the group with the largest teaching experience in TVET 
colleges had the lowest mean score and that they differed statistically significantly from 
the other three experience groups (p<0.05). As Instructional leadership was composed 
of two first-order factors it was necessary to determine which of the two were 
responsible for this difference. No significant differences could be found regarding the 
second factor, namely, creating an effective climate for teaching and learning (FB1.2) 
among the four teaching experience groups. However, significant differences were 
present regarding the focus on teaching and learning performance (FB1.1) with the 
group with the largest number of years of teaching experience (12+years) differing 
statistically significantly from the other three teaching experience groups. The results 
were: 
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4 5 7 8 11 122 1 3 63 3 71 3 63 3 24
3 370 4 73 0 003 0 19
[ . . ; . ; . ; . ;
( , ) . ; . ; . ]
yrs yrs yrsFB X yrs X X X
F p r
       
  
 
The results showed that the most experienced group had the lowest factor mean and 
differed statistically significantly from the other three experience groups. This result is 
graphically displayed in Figure 4.11. 
 
 
Figure 4.11: Line graph showing the mean scores of the years of teaching 
experience groups on the focus on teaching and learning performance factor 
(FB2.1) 
The reason for this almost inverse proportion being present was difficult to predict as 
it could have been due to several reasons. The researcher has experienced that 
academic staff with high levels of experience (12+ years) are more knowledgeable 
about leadership behaviours as they have observed campus managers over a longer 
period of time. Some of these respondents, due to their experience, would also be in 
positions of leadership (senior lectures or HODs) and working more closely with the 
campus manager. Consequently, their responses may have been more trustworthy. It 
is also likely that during their teaching experience, they had worked under more than 
one campus manager and were in a better position to rate the leadership practices of 
campus managers linked to teaching and learning. It was also important to note that 
some of these experienced respondents were working at the colleges when the 
various colleges merged in 2003.  
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None of the other independent groups showed any significant differences when 
analysing them with respect to instructional leadership. 
 
4.8 STATISTICAL TESTING FOR ASSOCIATION BETWEEN THE DEPENDENT 
VARIABLE IN SECTION C AND THE INDEPENDENT VARIABLES  
Frequencies of the main home languages in the sample are provided in Table 4.4. The 
only significant association between the leadership development strategies (FC1.0) 
was present between the Home Language groupings. The results of the ANOVA 
followed by the Hochberg GT2 post-hoc test were:  
1 0 3 89 3 90 4 22 4 14 2 374 3 58
0 014 0 17
[ . . ; . ; . ; . ; ( , ) , ;
. ; . ]
A E N SoFC X X X X F
p r
     
 
 
The results indicated a significant difference between the four home language groups 
at the 1% level of statistical significance, The Hochberg GT2 test indicated that this 
difference was between the Afrikaans and Nguni home language groups. Although all 
the groups perceived the leadership strategies as important the Afrikaans home 
language group perceived it as significantly less important than the Nguni home 
language group did (p = 0.037). One possible reason may be that respondents from 
the Afrikaans group, who generally had higher levels of relevant qualifications (Mda & 
Erasmus, 2008), expected leaders to possess the requisite qualifications and training 
before they are appointed and, consequently, did not regard the leadership 
development strategies as being very important – especially after campus managers 
are appointed. 
 
4.9 STATISTICAL TESTING FOR ASSOCIATION BETWEEN THE DEPENDENT 
VARIABLE IN SECTION D AND THE INDEPENDENT VARIABLES  
The analysis of Section D of the questionnaire indicated that the frequency with which 
certain leadership practices occurred was founded on two first-order factors, namely, 
one that was named frequently occurring leadership practices (FD1.1 – Once per week 
or more often), and leadership practices which occurred less often (FD1.2 – Once per 
month or less often) (see Tables 4.10 and 4.11 respectively). The only independent 
group where a significant association could be found was the years of experience of 
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teaching at a TVET College. The results for FD2.0 – Frequency with which leadership 
practices occur were as follows: 
4 5 8 8 11 12
2 0 3 85 3 86 3 71 4 08 3 373 3 28
0 021 0 16
[ . . ; . ; . ; . ; ( , ) . ;
. ; . ]
yrs yrs yrs yrs
FD X X X X F
p r
        
 
 
The results indicated that the four years of teaching experience groups differed 
statistically significantly from one another and that this difference lay between the 8 to 
11 years of experience and the 12+ years of experience groups. In order to ascertain 
whether the difference found was seated in both or only one of the first-order factors 
a further ANOVA test was conducted on the two first-order factors. The results are 
displayed below: 
4 5 7 8 11 121 1 3 66 3 64 3 39 3 74 3 372 2 83
0 04 0 15
. . ; . ; . ; . ; ( , ) . ;
. ; . ]
yrs yrs yrs yrsFD X X X X F
p r
        
 
 
The ANOVA showed that there was a significant difference between the factor mean 
scores while Hochberg’s GT2 test indicated that it was between the 8 to 11 year 
experience group and the 12 or more years of experience. These results were similar 
to the test for FD2.0. With respect to the leadership practices less frequently perceived 
to occur the following results were obtained: 
4 5 7 8 11 121 2 4 11 4 25 4 26 4 65 3 357 5 63
0 001 0 21
[ . . ; . ; . ; . ; ( , ) . ;
. ; . ]
yrs yrs yrs yrsFD X X X X F
p r
        
 
  
The results are more easily interpreted via Figure 4.12.  
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Figure 4.12: Line graph showing the mean scores of the various teaching 
experience groups at TVET colleges regarding the leadership practices less 
frequently engaged in  
The graph as well as the Hochberg GT2 test indicated that the significant difference 
lay between the groups with least experience (mean of 4.11) and the most 
experienced group (mean of 4.65). The most experienced teaching group (12+ years) 
perceived the behaviours, as shown in Table 4.10, as occurring significantly less often 
than the other less experienced groups did. One possible reason for this may be that 
the more experienced respondents (12+ years) had a better understanding of the 
leadership practices being measured.  
Not one of the other independent groups showed any significant differences regarding 
FB2.0. 
 
4.10 STATISTICAL TESTING FOR ASSOCIATION BETWEEN THE DEPENDENT 
VARIABLE IN SECTION E AND THE INDEPENDENT VARIABLES  
As both the extent of agreement with current leadership practices (rCSEF1.0) and the 
importance of leadership practices in the ideal situation had negatively skewed data 
distributions, non-parametric procedures were utilised to test the independent groups 
for significant associations. The Mann-Whitney U-Test for two independent groups 
was utilised while the Kruskal-Wallis test was utilised for three or more groups. 
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In the Mann-Whitney U-Test no statistically significant association could be found 
when gender as the independent group was tested with respect to either the current 
situation or the ideal situation.   
No statistically significant association could be found using the Kruskal-Wallis test 
when comparing age in years with either the extent of agreement with the leadership 
practices in the current situation or in the ideal situation. 
When testing the years of teaching experience at a TVET College for the current 
situation (CSEF1.0) using the Kruskal-Wallis test the four teaching experience groups 
SPSS 25.0 provided the following results (see Figure 4.13). 
 
Figure 4.13: The output for the Kruskal-Wallis test showing a box plot of the 
scores obtained on the factor and a table giving the summary statistics 
From the graph one may observe that the 5 to 7 years’ experience group had the 
highest mean and the 12+ years of experience had the lowest mean while the table in 
Figure 4.13 showed that the Kruskal-Wallis test was statistically significant [H (3) = 
10.342; p = 0.016]. Thus, it may be concluded that the number of years of teaching 
experience significantly affected the perceptions of the respondents in respect of the 
extent of agreement about the frequency with which the leadership practices currently 
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occurred. However, it was not possible to ascertain which groups differed and thus a 
pair-wise comparison with Bonferroni correction was performed. This researcher then 
designed a table (see Table 4.14) to illustrate all the important statistical information.  
Table 4.14: The effect sizes for the pairwise comparisons present in the years of 
teaching experience groups with respect to the extent of agreement with 
leadership practices in the current situation 
Pair-wise 
comparison 
Z 
(Standardised) 
N  p (Bonferroni 
correction) 
Effect size r 
z
r
N
  
12+ vs. <4 yrs. 1.568 13.49 0.701 1.12 
12+ vs.8 –11 
yrs. 
1.872 12.77 0.367 0.15 
12+ vs. 5 – 7 
yrs. 
3.187 12.41 0.009** 0.26 
<4 vs.8 – 11yrs. -0.399 13.53 1.000 0.03 
<4 vs.5 – 7 yrs. -1.826 13.19 0.407 0.14 
8-11 vs. 5 – 7 
yrs. 
1.374 12.45 1.000 0.11 
** = Statistically significant at the 1% level (p<0.01) 
The data Table 4.14 related to the current situation and indicated that the respondents 
with 12 or more years of teaching experience at TVET Colleges agreed significantly 
less strongly (Mean rank of 144.43) with the frequency with which the leadership 
practices occurred than did the group with 5 to 7 years of teaching experience (Mean 
rank of 194.60). Thus, these two groupings had the lowest and highest mean ranks 
and were, therefore, the ones likely to differ statistically significantly from one another. 
The reasons for this difference was difficult to analyse as there were multiple aspects 
involved although the reasons provided previously (see 4.7 and 4.9) may also have 
applied in this instance.  
When testing the years of teaching experience at a TVET College for the ideal situation 
(ISEF1.0), using the Kruskal-Wallis test the four teaching experience groups SPSS 
25.0 provided the following results (see Figure 4.14). 
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Figure 4.14: The output for the Kruskal-Wallis test showing a box plot of the 
scores obtained on the factor (ISEF1.0) and a table giving the summary statistics 
From the graph one may observe that the less than 4 years of experience group had 
the lowest mean and the 5 to 7 years of experience had the highest mean. The table 
showed that the Kruskal-Wallis test was statistically significant [H (3) = 9.587; p = 
0.022]. It was, thus, possible to conclude that the number of years of teaching 
experience groups significantly affected the perceptions of the respondents in respect 
of the extent of agreement about the frequency with which the leadership practices 
should ideally occur. However, it was not possible to ascertain which groups differed 
and thus a pair-wise comparison with Bonferroni correction was performed. The 
researcher then designed Table 4.15 to illustrate all the important statistical 
information.  
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Table 4.15: The effect sizes for the pairwise comparisons present in the years of 
teaching experience groups with respect to the extent of agreement with 
leadership practices in the ideal situation 
Pair-wise 
comparison 
Z 
(Standardised) 
N  p (Bonferroni 
correction) 
Effect size r 
z
r
N
  
<4 vs. 12+ yrs. -1.439 13.49 0.900 0.11 
<4 vs. 8-11 yrs. -1.558 13.53 0.715 0.12 
<4 vs. 5-7 yrs. -3.081 13.19 0.012* 0.23 
12+ vs. 8-11 yrs. 0.084 12.77 1.000 0.01 
12+ vs. 5-7 yrs. 1.561 12.73 0.712 0.12 
8-11 vs. 5-7 yrs. 1.504 12.96 0.795 0.14 
* = Statistically significant at the 5% level (p<0.05) with Bonferroni correction  
The data in Table 4.15, which related to the leadership practices in the ideal situation, 
indicated that the respondents with 4 or less years of teaching experience at TVET 
colleges agreed significantly more strongly (Mean rank of 163.30) with the frequency 
with which the leadership practices occur in the ideal situation as compared to the 
group with 5 to 7 years of teaching experience (Mean rank of 210.76). The teaching 
experience group with the highest ranking thus differed from the group with the lowest 
mean ranking. The reason for this difference was difficult to analyse as it may have 
been due to multiple reasons such as varying perceptions of what constitutes the ideal 
situation, the respondents understanding of leadership practices and the number of 
different campus managers the respondents worked with. However, the group with 5 
to 7 years of teaching experience did score the highest in both the current situation 
and the ideal situations.  
Not one of the other independent variables showed any statistically significant 
associations with either the current situation or the ideal situation leadership practices. 
4.10.1 The correlation between instructional leadership (FB2.0), importance of 
leadership practices (FC1.0) and frequency with which leadership practices 
occur (FD2.0) and the correlation coefficients between these three constructs.  
This correlation is presented in Table 4.16.  
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Table 4.16: Bivariate correlation coefficients between FB2.0. FC1.0 and FD2.0 
 
FB2.0 
Instructional 
Leadership 
FC1.0 – 
Importance 
of leadership 
development 
strategies 
FD2.0 – 
Frequency of 
leadership 
practices 
FB2.0 Instructional 
leadership 
Pearson 
Correlation 
1 .149** -.400** 
Sig. (2-tailed)  .003 .000 
N 386 386 385 
FC1.0 – Importance of 
leadership development 
strategies 
Pearson 
Correlation 
.149** 1 .127* 
Sig. (2-tailed) .003  .012 
N 386 393 392 
FD2.0 – Frequency of 
leadership practices 
Pearson 
Correlation 
-.400** .127* 1 
Sig. (2-tailed) .000 .012  
N 385 392 392 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 
 
The data in Table 4.16 indicated that the three constructs were significantly related to 
one another. Firstly, instructional leadership was positively correlated with the 
importance of the leadership development strategies (r = 0.15; R 2= 0.0225) which 
indicates that, as the perceived importance of the leadership strategies increased so 
the perceptions of instructional leadership also increased. The effect size was small. 
The correlation of instructional leadership (FB2.0) with the frequency with which these 
leadership practices actually occurred had a negative value (r = -0.400; R2 = 0.16) 
showed a possible negative correlation. However, this was due to the way in which 
the scale was structured with a higher score on the scale indicating that the behaviour 
(for example, administrative work) occurred less often and a lower score indicating it 
occurred more often. Thus, an increase in the score (3 or more on the 6 point scale) 
related to a behaviour occurring less often while a decrease in the score (3 or less on 
the 6 point scale) related to a behaviour occurring more often. This complication could 
have been avoided if the scale had been reversed such that 6 = 1 and 5 = 2 and so 
on. Had this been done then the correlation would be positive and, hence, as the 
frequency of the behaviours increased so would the perceptions of instructional 
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leadership have increased. The frequency with which the leadership behaviours 
occurred had a small but significant correlation with the importance of the leadership 
strategies (r = 0.127; R2 = 0.016). Again this was probably due to the way in which the 
scale was structured in the questionnaire.  
 
4.11 SUMMARY 
This chapter analysed the quantitative data collected during Phase 1 of this mixed 
method study. Section A, which dealt with the biographical data of the respondents, 
was analysed and formed the independent variables in the research. Using the mean, 
mode, median and frequencies of the data, a detailed description of the 394 
respondents was provided. Data from Sections B, C, D and E of the questionnaire, 
which were all leadership-linked items posed on interval scales, were analysed using 
factor analysis. They formed the dependent variables in the research. Finally, 
statistical testing for association between the dependent variables and the 
independent variables was carried out. 
The literature review identified the leadership roles practiced by successful campus 
managers. Section B sought to measure the extent to which these leadership roles 
were practised by campus managers in TVET college campuses in Mpumalanga. The 
analysis found that this occurred to a moderate extent, thus indicating a need for the 
leadership development of campus managers as successful managers practise these 
instructional leadership roles to a large extent. (Backor & Gordon, 2015; Brazer & 
Bauer, 2013; Hallinger, 2005). Section C analysed the importance of leadership 
development strategies for campus managers. The average mean score of 4.14 
indicated that all ten development strategies were regarded as important by the 
respondents with induction programmes (mean of 4.32) and workshops for campus 
managers (mean of 4.27) having been perceived as the two most important strategies. 
Section D analysed the frequency with which campus managers participated in the 
leadership activities identified in the literature review. The study found that motivating 
students was the activity in which campus managers did not frequently engage while 
teaching students emerged as the activity in which they engaged the least frequently. 
Section E analysed leadership aspects of campus managers as they related to the 
current situation and their level of importance in the ideal situation. As expected, the 
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mean scores for the ideal situation were higher than the mean scores for the current 
situation.  
A notable finding from the statistical testing for association between the dependent 
variables and the independent variables was the significant difference in respect of the 
more experienced respondents (12+ years) who perceived campus managers as 
being less efficient in terms of their leadership practices. Bivariate correlation analysis 
found that, as the perceived importance of the leadership strategies increased, so the 
perceptions of the importance of instructional leadership also increased.  
Explanations for the findings from the quantitative data were sought through the semi-
structured interviews which were conducted from a purposely selected group of six 
campus managers. The analysis of this qualitative data is discussed in the next 
chapter. 
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CHAPTER FIVE 
ANALYSIS AND INTERPRETATION OF QUALITATIVE DATA (PHASE 2) 
 
5.1 INTRODUCTION 
In an effort to successfully answer the research questions, this explanatory sequential 
mixed methods study comprised two consecutive phases. Phase 1 was designed to 
generate quantitative data with Phase 2 being designed to generate qualitative data. 
Phase 1 involved collecting quantitative data from 394 academic staff members 
through surveys. The analysis of the quantitative data from Phase 1 was reported on 
in Chapter 4. The statistical data collected in Phase 1 was then used to formulate the 
semi-structured questions posed in the interviews in Phase 2. In addition to providing 
a deeper understanding of selected results from Phase 1, Phase 2 also explored the 
campus managers’ views on prevailing leadership development practices and how 
these could be strengthened in future. The data for Phase 2 was collected through a 
series of semi-structured interviews conducted with six purposely selected campus 
managers and is discussed in this chapter.   
The method of data analysis chosen for this qualitative phase was a hybrid approach 
of the qualitative methods of thematic analysis using a combination of inductive as well 
as deductive approaches (Fereday & Muir-Cochrane, 2006). The researcher analysed 
the qualitative data obtained from the interviews conducted with the six campus 
managers using the coding strategies suggested by Saldaña (2013). Accordingly, the 
researcher engaged in data reduction, coding and decoding processes to analyse and 
interpret the information gathered from the interviews. The qualitative analysis process 
was guided by the conceptual framework underpinning the study, the research 
questions and the interview protocol.   
 
This chapter presents significant patterns or themes relevant to the research question, 
which the researcher elicited from the qualitative data. There were five emerging 
themes in relation to the experiences of campus managers, including prevailing 
leadership development practices and how these could be strengthened in future. The 
five main themes that emerged were:   
• personal experiences and career progression; 
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• formal leadership development and partnerships; 
• informal leadership preparation and development strategies;   
• challenges of leadership development; and   
• stakeholder engagement. 
The researcher used content analysis for the purpose of classification, summarisation 
and tabulation wherein coding played a key role. 
 
 
5.2 THE DATA CODING PROCESS 
The analysis of the interview data was a highly iterative process, with the researcher 
moving back and forth between the data collection and the data analysis (Maree, 2015; 
Teddlie & Tashakkori. 2009). The use of ATLAS.ti (8.0) proved to be especially useful 
for making linkages between the different elements of the data (Rambaree, 2007). The 
researcher identified the meaningful units of analysis in the interview transcripts and 
coded these using ATLAS.ti (8.0). After the initial coding of the interview data, wherein 
610 labels were created, the researcher continued to refine and revise these codes. 
The researcher compiled a list of the final codes. This list, referred to as a codebook, 
helped the researcher to organise and reorganise the codes in categories and, 
eventually, into five themes (Saldaña, 2013).  
 
The explanatory mixed methods nature of this study resulted in the codes being drawn 
from existing as well as new codes (Creswell & Clark, 2011). The existing codes, 
referred to as a priori codes, were drawn from the conceptual framework while the new 
codes emerged from the interview data that was linked to the research question (Flick, 
2009; Maree, 2015). A priori coding helped the researcher to harmonise the qualitative 
data analysis with the conceptual framework which facilitated an analysis that directly 
answered the research questions (Saldaña, 2013). Codes with similar meanings were 
further merged (Saldaña, 2013). For example, the first cycle codes of team building, 
coaching, communities of practice and workshops were later merged into a code 
cluster and recoded as the role of informal training which became a sub-theme which 
corresponded well with the conceptual framework. Finally, the researcher grouped the 
codes into 21 code clusters. These 21 code clusters or categories formed the sub-
themes which were ultimately grouped into five themes which are discussed in detail 
in this chapter.  
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5.3 THEMES AND SUB-THEMES 
Five emerging themes were elicited from the data analysis and some interpretations 
are presented regarding the experiences of campus managers, including current 
leadership development practices and how these could be strengthened in future. 
Each theme included a number of sub-themes, which were analysed separately. A 
brief summary of the categorised themes and related sub-themes is presented in 
Table 5.1. 
Table 5.1: Themes and sub-themes  
Theme Sub-themes 
1. Personal 
experiences 
and career 
progression 
 Motivating factors for becoming a campus manager 
(passion for leading, leading by example, developing staff, 
personal growth, natural career progression) 
 Leadership experience (experiential development) 
(expertise in teaching and learning, experience in middle 
management, experience as an acting campus manager, 
experience as a newly appointed campus manager) 
2. Formal 
leadership 
development 
and 
partnerships 
 The role of the DHET  
 Private studies and personal development  
 Formal university qualifications   
 Industry model of training 
 Mandatory formal leadership qualifications 
 Stakeholder involvement in training 
 Training initiatives should be linked to individual needs 
3. Informal 
leadership 
preparation 
and 
development 
strategies   
 
 Support expected from the DHET regarding leadership 
development  
 Training needs of campus managers  
 Ethical leadership  
 The role of informal training (team building;  
coaching; forums or communities of practice; workshops) 
 The importance of induction  
4. Challenges of 
leadership 
development  
 
 Constraints and opportunities: funding  
 Time spent on administration 
 Delegation skills 
 Recruitment processes 
5. Stakeholder 
engagement  
 Engagement with stakeholders 
 Engagement with regard to the diagnosis of staff 
developmental needs 
 Supervision feedback 
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Each of the five themes from Table 5.1 are discussed in detail. In view of the fact that 
the researcher adopted a pragmatism paradigm which is associated with mixed 
methods research, the researcher often used quotations from more than one campus 
manager to illustrate different views and, at times, to reinforce the same point (Corden 
& Sainsbury, 2006). This was done deliberately in order to enhance the inclusiveness 
of the analysis process.   
 
5.4 PERSONAL EXPERIENCES AND CAREER PROGRESSION 
A leading theme elicited from the raw data analysis was the personal experiences of 
the campus managers and their career progression. In South Africa, similar to 
Australia and New Zealand, promotion to the position of TVET college campus 
manager is generally based on relevant experience in the TVET sector and a 
professional teaching qualification although a leadership qualification is not mandatory 
(Lingam & Lingam, 2016). This practice was confirmed by the participants with all six 
of the campus managers having a teaching qualification and five of the six having 
relevant TVET management experience. Participant 2 was the exception as he had 
been appointed directly from the schooling sector, although he did have management 
experience as a school principal.  
 
This theme of personal experiences and career progression comprised two sub-
themes, namely, motivating factors for becoming a campus manager and leadership 
experience (experiential development). Each sub-theme is discussed further below. 
 
5.4.1 Motivating factors for becoming a campus manager 
The participants shared their thoughts on why they had taken on the responsibility of 
becoming campus managers. While some reasons were similar in nature others were 
diverse and included a passion for leading, wanting to lead by example, passion for 
developing staff, personal growth, and a natural career progression.  
 
5.4.1.1 Passion for leading 
Contrary to the finding by Armstrong (2014) that becoming a campus manager was 
less attractive due to the vast differential between the salary for a similar post in the 
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private sector, most of the participants had not been unduly influenced by the salary 
of a campus manager. Instead, they had been drawn to the post as a result of their 
passion for education and their ambition to improve the lives of their communities. 
These responses were similar to the finding by Day (2004) who found, in his study of 
successful educational leaders, that regardless of styles and strategies, all the 
participants had revealed a passion for education, for their students and for the 
communities in which they worked. 
 
For example, the response by P1 (1:2 157:646) exemplifies the importance of passion 
in leadership.  
 
I am passionate about education and training. For me, it is not just about 
producing outstanding results for students, but fully equip them for their next 
chapter in life, which is both becoming skilled entrepreneurs and competent 
labour forces. I wanted to make a difference in the lives of the students as 
most of my students come from very poor homes. I felt that becoming a 
campus manager would enable me to achieve this. 
 
P3 (3:1 157:527) shared similar sentiments regarding his skills for leading and his 
passion for his community. 
I possess good people management skills and understand the core 
business of a campus. I want to use these skills to make an impact on the 
youth of my country. A campus manager can play an important role in this 
regard.  
The purpose of leadership is a critical element of leadership for learning (Leithwood, 
2005; Martin, 2013).  In the case of P1 (1:2 157:646) and P3 (3:1 157:527) there is a 
clear moral purpose of wanting to improve students’ lives through learning. The second 
critical element of leadership for learning identified by Leithwood (2005) is the 
development of staff which is discussed next. 
 
5.4.1.2 Passion for developing staff 
Campus managers do not work alone on their campuses. They achieve the objectives 
of the campus primarily through their staff (Dempster, 2009; Lumby, 2016). 
Consequently, developing staff is one of the main objectives of a campus manager. 
Having a passion for staff development may make this task easier.  
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The importance of developing staff relates to improving the capacity of staff so that the 
goals of the institution, such as improved student performance, may be achieved 
(Hallinger, 2005; Leithwood et al., 2006; Supovitz & Poglinco, 2001). P5 was acutely 
aware of the importance of developing staff and indicated that this was one of the main 
reasons why he had become a campus manager. P5 (5:1 158:514) articulated his 
sentiments as follows:   
Besides enjoying working with people, I also enjoy coaching and helping 
people to grow to make extraordinary contributions. Being a campus 
manager allows me to fulfil these wishes.  
Naidoo and Mestry (2019) contend that effective educational leaders create successful 
institutions by providing the lecturers with the relevant training and support. Hence, it 
may be argued that this one of the reasons that the campus headed by P5 was so 
successful.  
The literature review highlighted that the development of staff includes leadership 
practices such as leading by example (Sparks, 2002).   
5.4.1.3 Leading by example 
Hannay, Manning, Earl, and Blair (2006) emphasise the importance of campus 
managers modelling leadership practices, i.e. ‘walking the talk’. For example, if a 
campus manager wants his or her staff to work collaboratively then the campus 
manager must demonstrate this practice in his or her actions (Hannay et al., 2006). 
P1 (1:2 157:646) indicated that one of the reasons that he had become a campus 
manager was that he wanted to be an example and inspire similar behaviour in his 
staff.   
I always strive to be positive, work hard, and lead by example. As a leader 
you cannot be late for campus yet expect your staff to be punctual. When 
staff observe me going the extra mile they feel motivated to do the same.  
Leading by example demonstrates to lecturers what is expected of them (Cotton, 2003; 
Hallinger, 2005; Hitt & Tucker, 2016). Campus managers may influence the behaviour 
of staff by the example they set (Tschannen-Moran, 2014; Strike & Nickelsen, 2011). 
Brundrett et al. (2003) suggest that campus managers deliberately and consciously 
demonstrate, in their daily actions, the core values and behaviours they wish to 
promulgate in their institutions.  
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P2 (2:3 2537:5695) expressed similar views. 
The campus manager must realise the importance of being exemplary. To 
realise the set strategic objectives, the campus manager has to be, firstly, 
self-motivated, then motivate the staff and the students to work hard in order 
to achieve the desired results.  
Hitt and Tucker (2016, p. 547) claim that leading by example or modelling is an often 
under-rated staff development strategy.  
Some middle managers and lecturers aspire to become campus managers as they 
view this as an opportunity for personal growth.  
5.4.1.4 Personal growth 
Career satisfaction is a dynamic construct which equates to how an individual feels 
about his or her job (Dinham & Scott, 1998). Opportunities for personal growth is one 
of the factors that influences this satisfaction as illustrated by the response from P1.  
I was looking for new challenges and for personal growth. I was the principal 
of two high schools. Firstly, at a junior secondary school and then at two 
high schools. Both high schools, under my leadership, produced good 
matric results, year after year. Our students excelled academically as well 
as in extra-curricular activities. After a while, I felt that I needed new 
challenges. So I applied to the TVET sector and was appointed as the 
campus manager. (1:2 157:646) 
According to Dobre (2013), people are motivated by various needs that continuously 
compete with each other. These needs vary from one individual to another. P1 (1:2 
157:646), although driven by achievement, needed new challenges once he felt that 
he had accomplished his goals in the school sector.  
Some participants felt that becoming a campus manager was part of a natural career 
progression. 
5.4.1.5 Natural career progression 
Gronn and Lacey (2004, p. 421), in their study of aspirant principals, found that the 
participants were on a career trajectory journey during which they negotiated role 
transitions in order to achieve their career ambition of becoming a principal. In the 
TVET sector this would equate to an aspirant campus manager having to transition 
through the ranks of a lecturer, educational specialist and head of division or deputy 
campus manager. Thereafter, with sufficient experience he or she would be in a 
position to apply for the post of a campus manager. Kools (2010) submits that having 
180 
 
aspirant college leaders go through a series of jobs that are progressive in the scope 
of leadership responsibility is an effective means with which to prepare the aspirant 
leader to ultimately head the institution successfully. P4, P5 and P6 felt that the 
position of a campus manager was their next logical career move. The response from 
P6 epitomises this view. 
In my case it seemed to be the next natural progression step in my career. 
I taught at a school, became a lecturer at a TVET campus, education 
specialist and head of division before my appointment as campus manager. 
(6:2 158:367) 
The additional response from P6 (6:3 528:895) was somewhat unexpected as she had 
indicated that she felt that her campus manager was incompetent and that she could 
perform the role better. This had motivated her to become a campus manager.  
Although the leadership preparation of campus managers in South Africa does not 
take place in a formal way, aspirant campus managers usually acquire leadership 
skills through relevant experience in middle management positions in TVET colleges 
(Balkrishen, 2015). Syed (2015), Jensen et al. (2015) and Mendels and Mitgang 
(2013) emphasise the importance of maintaining a healthy pipeline of potential 
campus managers through well-articulated and explicit pathways to leadership. An 
essential strategy in maintaining this healthy pipeline is experiential development.  
5.4.2 Leadership experience (experiential development) 
Even although there is a great deal of overlap between the various leadership 
development formats, which makes precise delineation difficult (Hezlett, 2016), it is 
possible to group them into three broad categories, namely, formal development, 
informal development and experiential development (Pont et al., 2008b; Slater & 
Nelson, 2013; Sullivan, 2013). Berg (2003), Hess and Kelly (2005) and McCall (2004) 
found that experiential development made the most impact on the effectiveness of 
educational leaders when compared to both formal and informal development.  
This sub-theme discusses the data on how the experience of the participants had 
impacted on their preparedness for the role of campus manager. Table 5.2, which 
presents data extracted from the interviews and follow up telephone calls, provides a 
quantitative view of the work experience of the six participants. The data in Table 5.2 
indicates that five participants worked in the TVET sector and had moved through the 
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ranks of lecturer, educational specialist and head of division before being appointed 
as campus manager. P2 was the only exception and had come from the schooling 
sector. P1, P3 and P4 had also acted as campus managers before being appointed 
permanently in those positions. If being an educational specialist and head of division 
is classified as middle management, then all the participants have had more than four 
years’ middle management experience before their appointments as campus 
managers.  
Table 5.2: Work experience of participants  
Experience 
(years) as:  
Lecturer Educational 
specialist 
Head of 
division 
Acting 
campus 
manager 
Campus 
manager 
P1  10 7 6 1 8 
P2  5 (school 
teacher) 
3 (school 
HOD) 
5 (school 
principal) 
0 10 
P3  3 
14 (school 
teacher) 
3 1 2 1 
P4 9 3 3 2 4 
P5 1 
(6 years in 
industry) 
2 5 0 4 
P6  2 
5 (school 
teacher) 
4 5 0 5 
 
Arguably the most effective way in which to develop aspirant campus managers is 
through experience by providing them with challenging experiences similar to those 
that they would encounter on the job as a campus manager (Bastian & Henry, 2015; 
Eddy, 2013; Hulsbos et al., 2016; McCauley et al., 2014). In their leadership 
development model, Backus et al. (2010) suggest that 70% of leadership development 
takes place through experiential development. However, McCall (2004) disagrees and 
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emphasises that not all experiential leadership development experiences are equal 
and that experience does not necessarily translate into development. The researcher 
is ambivalent regarding these two seemingly contradictory views. On the one hand, 
he concurs with the view of McCall (2004), as he has experienced the phenomenon 
where middle managers with a wealth of experience have shown little growth and 
development due to their negative attitude and unwillingness to learn, grow and 
develop. On the other hand, the researcher has also experienced how certain 
individuals, when given job-embedded leadership experiences, use them astutely to 
prepare for possible promotion opportunities.  
Hence, the type of experience of the six campus managers and how this experience 
had impacted on their leadership preparation and development is now discussed in 
further detail.  
5.4.2.1 Expertise in teaching and learning 
P6 suggests that a precondition for leading teaching and learning effectively is for 
campus managers to be experts in the field of teaching and learning.  
I believe that, if you were not an excellent teacher, you cannot run a campus 
effectively. Because the majority of time you are leading the teaching 
process. (6:6 5630:6593) 
P4 also felt that expertise in teaching and learning was essential for campus managers 
to be effective. Consequently, P4 had improved her teaching and learning expertise 
through short courses in order to improve her effectiveness in leading instruction. 
I also became a qualified assessor and moderator which I feel helped hone 
my teaching and assessment skills. The assessor and moderator training 
reinforced instruction principles and this has helped my confidence greatly. 
I was better able to lead discussions on teaching and assessment when I 
became a campus manager. (4:6 7112:8178) 
The core business of TVET colleges is teaching and learning and, consequently, the 
primary task of the campus manager is to ensure that all leadership activities support 
teaching and learning.  Campus managers must, therefore, be knowledgeable about 
how to provide leadership on curriculum matters to ensure that the colleges excel at 
their primary business of teaching and learning (see, for example, Balkrishen, 2015; 
Bush, 2008a; Goodwin et al., 2015; Slater & Nelson, 2013). While the participants 
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regarded expertise in teaching and learning as important for aspirant campus 
managers, experience as a middle manager was also regarded as essential.  
5.4.2.2 Experience in middle management 
The views of P1, P4, P5 and P6 regarding their experience in middle management 
were somewhat similar. All four participants emphasised the important role that their 
experience as educational specialists and heads of division had played in preparing 
them for their role as campus managers. The viewpoint of P4 is provided.   
I would not have been successful without my experience as an ES, HOD 
and acting campus manager. I find it difficult to manage something that I do 
not understand well. Now I can guide ESs and HODs well as I was in their 
position and understand their challenges and can suggest solutions based 
on my experience. (4:6 7112:8178) 
Another, rather different, view on experience was introduced by P5. He indicated that 
his experience in industry had assisted him to guide his staff on what is required of 
their students in the world of work due to his intimate knowledge of and experience in 
the workplace (5:6 8467:9193). P1, P3 and P4 had acted as campus managers.    
5.4.2.3 Experience as an acting campus manager 
Acting appointments are made when a campus manager vacancy arises suddenly due 
to resignation, ill-health or death (Montague, 2004). Day et al. (2009) point out that 
some leadership knowledge and skills that were effective, valued and appreciated 
while aspirant campus managers were at lower levels of management may not be 
adequate at the level of the campus manager. P3 provided further detail:  
The experience gained by being an ES and HOD is not the same as what 
is required at the campus manager level. Pretty much in most areas. It is a 
big jump from an ES to HOD to campus manager. The acting appointment 
as campus manager was a great help as it formed a bridge from middle 
management to campus manager. (3:3; 2516:3824) 
The experiential development during the acting campus manager phase may help in 
the development of the skills acquired at the middle management level into those skills 
that are necessary in order to be an effective campus manager. P1 and P3 shared 
their experiences as acting campus managers’: 
What really helped me was when I was given an opportunity to act as a 
campus manager for more than six months. During this acting period, staff 
accepted me as their leader and this gave me much confidence. The 
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experience gave me the opportunity to learn about the expectations of the 
job. (1:8 6774:7789) 
Experience as an acting campus manager is an invaluable way to grow and 
develop one’s leadership skills. I learnt the most about campus 
management during my stint as an acting campus manager. When you are 
confronted with challenges as an acting campus manager, you have to learn 
on the spot. There are many things about managing a campus that you 
cannot be taught at a university. (3:6 7030:8833) 
In South Africa, middle managers are appointed as acting campus managers as an 
interim measure while awaiting for the post of the campus manager to be advertised 
and filled in a permanent capacity. Acting as a campus manager is not, however, a 
prerequisite for appointment as a campus manager. Neither is acting as a campus 
manager a guarantee that the acting campus manager will be permanently appointed 
in the vacant campus manager’s post. However, the researcher has observed in his 
more than 30 years’ experience in the education sector that acting in a position is 
definitely an added advantage in respect of being permanently appointed in that 
position – especially if the incumbent performed satisfactorily during the acting stint.   
Another, and slightly different, viewpoint of the concept of an apprenticeship for 
campus managers was voiced by P3: 
Ideally, a prospective campus manager should serve an apprenticeship 
under a competent campus manager before being formally appointed. This 
experience and mentorship will make the transition to a campus manager 
much easier. (3:6 7030:8833) 
The point raised by P3 is a valid one. In some countries, acting as a campus manager 
under the guidance of a mentor, sometimes referred to as an apprenticeship, is 
mandatory for aspirant campus managers. For example, in Singapore, the 
apprenticeship model for developing educational leaders is mandatory and is highly 
successful (Walker et al., 2013). Frick and Riley (2010) regard the apprenticeship 
principle as pedagogically sound and indispensable for leadership development. The 
participants also shared their experiences as newly appointed campus managers. 
5.4.2.4 Experience as a newly appointed campus manager 
Sackney and Walker (2006) found, in their study of newly appointed educational 
leaders, that, while the leaders felt confident about their management and 
administration skills, they were not adequately prepared for the leadership demands of 
the job. However, contrary to the finding by Sackney and Walker (2006), as a newly 
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appointed campus manager, P4 had not felt confident about some of her administration 
skills. Her response also alluded to how experience may help to develop these skills.  
Some administrative processes were new to me. For example, procurement 
processes were unfamiliar to me. I was not involved in these activities as an 
ES or HOD. Through experience, these became easier. Also matters 
relating to the auditor general. When the auditor general needed evidence 
of student registration, initially there was no system for the easy location of 
documents. So this was very stressful. Now, with the relevant experience, I 
put a document retrieval system in place which makes this task much easier. 
(4:3 2035:3308) 
P2 introduced the concept, which was not discussed in the literature review, of being 
appointed as campus manager without having relevant TVET experience.  
Unfortunately, I was a high school principal, before being appointed as 
campus manager. The management and leadership style of a school differs 
slightly from that of the TVET Sector. Managing teaching and learning with 
such a large array of programmes at the college needed a big adjustment. 
The massive financial budgets also took some time to get used to. 
Becoming familiar with supply chain policies was also new to me. But, I am 
a hard worker. I did my research before I joined the college. I wanted to be 
on par. It was a challenge. I told myself that I will master everything. (2:6 
7664:8683) 
The use of the word “unfortunate” by P2 suggests that he regarded the lack of 
experience in the TVET sector as a disadvantage. This suggests that the DHET will 
have to consider making management experience in the TVET sector a mandatory 
criterion in the selection process.  
The value of experiential learning should not be undervalued. P2 (2:3; 2537:5695) 
elaborated: 
Some of the day to day skills are only achieved through experience. For 
example, the management of credible examinations. These skills are learnt 
once you carry them out a few times. After a while they become second 
nature.  
While experiential learning plays a significant role in the development of campus 
managers, so, too, does formal leadership development.   
 
5.5 FORMAL LEADERSHIP DEVELOPMENT AND PARTNERSHIPS  
A further theme elicited from the raw data analysis was the formal leadership 
development of campus managers and its link to partnerships with universities and 
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other training institutions. A significant number of researchers (see, for example, Slater 
& Nelson, 2013; Young et al., 2009) contend that formal leadership qualifications play 
a significant role in developing the core leadership roles of a campus managers as 
they help to create a reservoir of procedural and theoretical knowledge.   
This theme comprised seven sub-themes, namely, the role of the DHET, private 
studies and personal development, university formal leadership qualifications, industry 
model of training, mandatory formal leadership qualifications, stakeholder involvement 
in training, and training initiatives linked to individual needs. These sub-themes are 
discussed further below.  
5.5.1 The role of the DHET 
TVET colleges report to the DHET via regional offices. The DHET’s strategic plan for 
2016 to 2020 identified strengthening institutional leadership capacity as a priority area 
for improving student achievement in TVET colleges (DHET, 2015). However, the 
participants in this study had not experienced the impact of this prioritisation. 
Balkrishen (2015) suggests that campus managers should be placed at the apex of 
this institutional leadership capacity building programme owing to the pivotal 
leadership role that they may play in student achievement.  
The DHET should play a leading role in the development of campus managers. This 
may include the following: determining the training needs of campus managers 
(Sullivan, 2013), facilitating in-service training (Mestry & Singh, 2007; Pont et al., 
2008a), developing aspirant leaders (Gallie & Keevy, 2014), coordinating regional 
workshops for campus managers (Matthews et al., 2007), designing standards, 
objectives and benchmarks (Vaillant, 2015), serving as brokers to create stakeholder 
coalitions and partnerships to obtain additional resources for campuses (Toner, 2015), 
and facilitating networking among campus managers (Green, 2001; Hutton, 2014). 
P3 complained about the lack of formal leadership training programmes for campus 
managers in South Africa.  
The only one I know of was the campus manager training conducted by the 
DHET recently for a small number of campus managers. Unfortunately, 
there are no other formal leadership development programmes specifically 
for campus managers in the country. (3:10 11163:11435) 
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In the absence of a formal qualification for campus managers and due to the increasing 
complexities and expectations of TVET colleges (Young, 2015), the continuing 
professional development of campus managers becomes even more important (Mestry 
& Singh, 2007; Stroud, 2005). To this end, P3 made the following suggestion: 
The DHET must organise leadership workshops and also provide bursaries 
for campus managers to do further study and research in their areas of work. 
There is a need for continuous development of campus managers so that 
they are kept abreast of current legislative issues in the TVET space. (3:9 
10715:11042) 
The issue regarding the funding of leadership development, identified by P3, is 
discussed in § 5.7.1. While the role of the DHET in the development of campus 
managers is central, campus managers themselves also have a role to play in their 
personal development.  
 
5.5.2 Private studies and personal development  
 
Self-development should play an important role in the growth and development of a 
campus manager (Örtenblad, 2004). It is vital that campus managers acquire skills in 
leading staff development and serve as models of professional life-long learners 
themselves (Humada-Ludeke, 2013; Slater & Nelson, 2013) while also championing 
the professional development of their staff (Sparks, 2002). It is worth noting that that 
all the participants except P1 had engaged in private studies to improve their 
qualifications. P2 shared his viewpoint.  
I furthered my studies through private studies which were self-funded with 
various institutions offering management and leadership related studies or 
training. I also attended short courses offered by SETA accredited 
institutions. (2:10 11684:12249) 
It became very clear from the interview data on further studies that the participants had 
engaged in a wide spectrum of different qualifications – the relevance of which remains 
contentious. Some were self-funded while others were college or SETA funded. 
Consequently, the suggestion by Chapman et al. (2007) to establish a national 
institute, that offers degrees or certification in educational leadership specifically for 
the professional development of campus managers, as an effective way in which to 
enhance the coordination, structure, quality and funding of leadership development 
programmes for TVET managers, will require further exploration. The national institute 
188 
 
could then develop leadership frameworks with prescribed standards as guidelines 
which would shape the training offered by institutions (Sullivan, 2013).  
However, the argument for the introduction of mandatory preservice development 
programmes becomes a moot point as, for example, P4 indicated that she had 
achieved her management qualification after her appointment as a campus manager. 
In many countries, such as Singapore, Canada, France, England, and the USA, 
aspiring leaders must complete an approved preservice qualification before being 
considered for appointment (Bush, 2012; Macpherson, 2009; Rowland, 2015). 
  Although there was no formal preparation to become a campus manager, 
while I was an HOD, I did undergo various training programmes, including 
a programme offered by the University of Free State with 15 contact 
sessions called “Creating Leadership and Personal Capacity in Women”. 
However, I did most of my management qualifications after my appointment 
as campus manager. (4:6 7112:8178) 
Many of the personal development initiatives in which the participants had engaged 
were formal university qualifications.  
5.5.3 University formal qualifications 
Darling-Hammond et al. (2007) contend that formal leadership qualifications are 
important interventions used to develop the leadership capacity of campus managers. 
The responsibility of formal qualifications for educational leaders falls mainly on higher 
education in South Africa (Young & Brewer, 2008). Consequently, South African 
universities introduced the Advanced Diploma in Education (ADE) programme 
specifically to develop educational leaders. A BEd (Hons) in leadership and 
management as well as masters and doctoral degrees in education are also offered 
at most South African universities. The analysis of the interview data indicated that, 
with the exception of P1, all the other participants were in possession of a formal, 
leadership related qualification as illustrated in Table 5.3 
Table 5.3 Formal, leadership related qualifications of participants 
Participant Management Qualification/s 
P1 None 
P2 BEd (Hons) 
P3 BEd (Hons); MEd in Education 
P4 ACE, BEd (Hons) 
P5 BEd (Hons) 
P6 BEd (Hons) 
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However, according to P4 and P5, a leadership qualification specifically for campus 
managers, is not yet available in South Africa.  
Currently, there are no management qualifications that I am aware of that 
are specifically designed for the development of campus managers. As this 
would be ideal for aspiring campus managers. (4:4 3537:5387) 
Formal leadership qualifications specifically for campus managers do not 
exist. I heard that some universities are now developing such qualifications. 
(5:10 13788:16181)  
Though, the participants shared positive views on the benefits of the more generic 
formal leadership qualifications that are currently available. The views of P3 and P4 
were expressed as follows: 
I am a lifelong student and will continue to study indefinitely. I completed my 
MEd recently and wish to pursue my doctorate shortly. Although the benefit 
may not directly impact on your effectiveness as a campus manager, 
indirectly it has many benefits. Your ability to communicate, both written and 
verbal, improves, your analytical and research skills improve. (3:6 
7030:8833) 
I studied the ACE leadership programme part-time which focused on 
educational leadership and empowering managers to lead and manage 
institutions effectively. Although this certificate was designed for school 
principals, I found it relevant as it was also applicable to campus managers 
as the generic management and leadership strategies are similar. (4:4 
3537:5387)  
Despite these positive comments by P3 and P4, formal leadership qualifications and 
their impact on the effectiveness of campus managers are not without criticism with 
the main criticisms being that they are too theoretical (Davis & Leon, 2011; Hoyle & 
Torres, 2010), disconnected from practice (Supovitz, 2014), and have a low impact 
on changing leadership behaviour (Levine, 2005; Young & Brewer, 2008). Ginsberg 
et al. (2014) and Levine (2005) posit that traditional university-based doctoral and 
masters programmes in the field of leadership and management have not 
demonstrated sufficient effectiveness in preparing campus managers to become 
efficient instructional leaders due mainly to the academic nature and research focus 
of these programmes rather than the rich repertoire of knowledge that apprises and 
shapes the leadership practices of campus managers. In order to effectively integrate 
theory and practice, Levine (2005) and McCauley and McCall (2014) suggest that 
formal leadership development programmes should be augmented by including a few 
mandatory, well-designed, follow-up, practical interventions in order to ground the 
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relevant theory and, hence, assist in altering the leadership behaviour of campus 
managers.  
5.5.4 Industry model of training 
Mestry and Singh (2007) posit that obtaining a teaching qualification is no longer 
sufficient for effective institutional leadership. Bush (2008b) concurs with this view and 
contends that campus leadership may almost be regarded as a second career, which 
is distinct from teaching, and which requires specific leadership training and 
development. P1 supports the views of Bush (2008b) and Mestry and Singh (2007) 
and provides an example to substantiate his view by comparing training in industry to 
the training of campus managers.   
Industries are taking their employees to in-service training for every new 
technology introduced. For example, any new model car will be serviced by 
a mechanics that were long in the field but are continuously developed to 
be able to manage the new models. Similarly, the DHET must arrange in-
service training for campus managers as the TVET sector is dynamic. 
Maybe once a year nationally and twice a year per province. This will enable 
campus managers to discuss common problems and solutions and also 
share examples of which practices are working well at our respective 
colleges. (1:11 9852:10394) 
The argument for the continuous professional development of campus managers is a 
sensible one (Miller, 2013; Naidoo & Mestry, 2019). More contentious, however, is 
whether formal leadership qualifications should be mandatory or not. 
 
5.5.5 Mandatory qualifications 
 
The debate on whether preparation programmes, such as specific management 
qualifications, should be mandatory or not for the recruitment purposes of educational 
leaders is still fiercely contested by leadership scholars. This sub-theme sought the 
views of the participants whether a formal leadership qualification for campus 
managers should be mandatory or not. The views varied with P2, P3, P4 and P5 
indicating that it should be made mandatory while P1 was ambivalent and P6 thought 
formal leadership qualifications in their current form should not be mandatory.  
P1, who was not in possession of a leadership qualification, was not convinced of his 
view although he rated appropriate managerial experience in the TVET sector very 
highly.  
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I lean towards formal leadership qualifications should not be made 
mandatory before the appointment of a campus manager. Maybe it can be 
an added advantage. Instead, relevant managerial experienced in the TVET 
sector must be mandatory. A suitable candidate for a campus manager 
position must have taught at a TVET college, promoted through all the 
middle management levels which are educational specialist and head of 
division. This experience is very important to succeed as a campus 
manager. I find that my experience as an education specialist and as a head 
of division helps me greatly when I have to guide managers in these 
positions. (1:10 9095:9723) 
P2, P3, P4 and P5, who all held leadership related qualifications, held similar views 
that a formal leadership qualification for campus managers should be mandatory. The 
points raised by the participants resonated very closely with those presented in the 
literature review (see § 2.9.2). For example, P3 shared the following view: 
I feel that a formal leadership qualification must be mandatory before a 
person is appointed as a campus manager. To me, a campus manager’s 
position is not any other job but a job that needs a person to have relevant 
management and leadership skills. In my experience, as a subordinate, I 
have learned that some of the protests and resource provisioning problems 
are as a results of the lack of knowledge and skills on the part of campus 
managers. If campus managers can have a leadership qualification, it can 
reduce many of the challenges of leadership at campuses. (3:8 
10024:10583) 
P2 (2:8 10336:10907) contended that this mandatory requirement would also assist 
in the recruitment and selection process of campus managers to ensure that the “right 
person is placed in the right job”. Similarly, Mestry and Schmidt (2010) posit that a 
lack of stringent criteria in the recruitment phase, such as a relevant leadership and 
management qualification, often results in many campus managers underperforming 
in their leadership and management roles. This view was also shared by P4:  
As with other professions, appointments are made on the basis of relevant 
qualifications. In order for the employer to expect professionalism at the 
highest level, that will be met with better service delivery formal leadership 
qualification should be considered as a point of entry into campus 
management. The teaching qualification that is a requirement to be 
appointed as a campus manager is necessary but I think that candidates 
will be better prepared if they also are required to have a further qualification 
in leadership and management. The reason I say this is because the role of 
a campus manager is very different to that of a lecturer yet the same 
qualification is required for both jobs. This does not make much sense to 
me. If leadership qualifications are mandatory, the sector will attract higher 
quality campus managers. (4:8 9366:11396)   
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The findings by Lambert (2014) suggest that management qualifications are not as 
important as other factors, such as relevant experience, for newly appointed campus 
managers. P1 and P6 feel that the leadership qualification may serve as an added 
advantage during the recruitment process. The view that the development of campus 
managers should be coordinated and systematic was also brought up by P6 (6:10 
11596:12443).  
The response by P6 was discerning when she highlighted the performance of campus 
managers with leadership qualifications. While P6 felt that leadership qualifications for 
campus managers should not be mandatory in their current form, in the same breath, 
she professed that she found her leadership qualification beneficial which may be 
viewed as a contradiction.  
I do not think it should be mandatory in its current generic form. I know of 
some highly qualified campus managers with leadership qualifications 
who are poor and ineffective managers. My view that a leadership 
qualification on its own does not necessarily make a better campus 
manager. There are also other aspects such as attitude and commitment 
that are essential. I found that you need experience to be able to relate 
the theory of the leadership qualification to practice. But I think that it can 
be regarded as an “added advantage” as I find my leadership 
qualifications helpful. I will be more comfortable with workshops co-
ordinated by the national department that deals with current challenges 
and solutions. The student strikes across the country is a case in point. 
Surely this must be dealt with in a systematic way. In any event I do not 
think that leadership qualifications help campus managers deal with these 
specific issues. (6:10 11596:12443) 
In South Africa, there are no formal requirements for educational leaders, such as 
school principals and campus managers, to be trained as managers. This is similar to 
the rest of Africa, Australia and many European countries, including Denmark, Finland, 
Hungary, Netherlands, and Portugal (Bush & Oduro, 2006). This is in contrast to other 
countries such as the United Kingdom where it is mandatory for educational heads to 
have a formal qualification in management. While the debate as to whether 
management qualifications should be mandatory or not rages on, there is, 
nevertheless, a contention that the design of training programmes needs to be more 
inclusive.  
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5.5.6 Stakeholder involvement in training 
P2 suggested that the model for the professional development of campus managers 
should be developed inclusively, which may also help create funding opportunities.  
The training model of campus managers should involve all stakeholders 
including universities, funding agencies such as SETAs, the DHET, colleges 
and campus managers themselves. The DHET and SETAs should provide 
financial assistance for campus managers for study bursaries, sponsors, 
scholarships, study loans, etc. The Department should also introduce study 
contracts to avoid the tendency of unfaithful employees who opt for greener 
pastures after receiving training that is paid for by the Department. (2:9 
11038:11561) 
Chapman et al. (2007) propose that a national programme for the professional 
development of campus managers is an effective way in which to systematise the 
development of campus managers in TVET colleges. P4 expressed a similar view: 
The DHET must definitely drive a process, in partnership with universities, 
to develop a standardised leadership qualification for campus managers. 
There are more than 260 campuses so there is a definite need as most 
campus managers are doing their own thing. (4:9 11527:13136)  
The argument for a national management and leadership qualification for campus 
managers in collaboration with universities, with inputs from campus managers and 
other relevant stakeholders and which could offer basic generic management and 
leadership skills that may enhance the effectiveness of campus managers, is a 
reasonable one. However, Lambert (2014) offers a slightly different view and argues 
that, while leadership and management qualifications form an important component of 
the development of educational leaders, these formal qualifications should be regarded 
as only one element in a holistic approach to developing current and future campus 
managers.  
There is growing cohort of academics (see, for example, Bush, 2012; Huber, 2010; 
Slater & Nelson, 2013; Van et al., 2010) who suggest that, whatever the model for 
campus manager development, the training initiatives must also cater for individual 
development needs.   
5.5.7 Training initiatives linked to individual needs 
The literature reveals that there is no ‘one size fits all’ model for leadership 
development (Slater & Nelson, 2013:51) and that successful leadership training 
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initiatives are linked to the specific needs of individual leaders (Bush, 2012; Huber, 
2010; Pont et al., 2008a). These views were widely supported by all six of the 
participants. For example, P4 shared the following view:  
I am an ardent believer of life-long learning that there is always room for 
improvement. Short courses for both professional and personal 
development should be identified on the basis of individual development 
needs analysis for campus managers. If recognition of prior experiences 
has to be taken into consideration, there won’t be a one size fits all to 
address this aspect. (4:3 2035:3308) 
Campus managers possess different qualifications, unique experiences, varying 
expertise, work in different contexts and are at different stages of their careers and, as 
such, their development should be aligned to their individual needs (Slater & Nelson, 
2013). P4 explained further:  
The training needs that I required as a newly appointed campus manager 
are different to my needs now that I have experience as a campus manager. 
In the same breath I can safely recommend some generic trainings that can 
be regarded as mandatory for all incumbent campus managers. (4:3 
2035:3308) 
P4 and P5 emphasised the significance of identifying the individual developmental 
needs of campus managers.  
The key aspect is to identify the gaps in efficiency of the campus manager. 
Once the needs have been identified then one has to identify appropriate 
interventions to bridge the gap. With this being said it is hard to single out 
one as the most beneficial strategies. So various development strategies 
can be employed depending on the needs of the individual campus 
manager. What also needs to be considered is the fact that campuses are 
serving communities with different contexts and this calls for certain 
leadership qualities to deal with the situation at hand. (4:4 3537:5387) 
The Department of Higher Education and Training should introduce and 
implement diagnostic assessments to determine each campus manager’s 
strengths, weaknesses, knowledge and skills prior to the commencement of 
training. It is absolutely vital that diagnostic assessments should be 
administered. Training planning and remedial interventions should be based 
on this scientific process and evidence. The current IQMS system to identify 
areas for development is not working at all. (5:9 12072:13661) 
P5 also introduced the concept of the recognition of prior learning. 
Recognition of prior learning should also be introduced and implemented to 
identify knowledge in place, have it assessed and formally acknowledged 
as it can be frustrating to attend training that does not add value. (5:9 
12072:13661) 
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P5, at a later stage of the interview, gave an example of the various contexts of the 
campuses and succinctly explained the rationale for specific training based on the 
contexts and experience of campus managers.    
At these forum meetings, it is important to be aware of the different contexts 
of campuses and campus managers. For example, campuses are not of 
uniform size. I know of campuses that have 700 students while others have 
7000 students. Some are rural while others are urban. So a one cap fit all 
approach will not work. (5:10 13788:16181) 
Normore’s (2007) study on a continuum approach to leadership development suggests 
that leadership growth and development take place in stages which are linked to the 
needs of the individual.  
Also, when structuring a development programme remember that 
challenges of newly appointed campus managers are very different to those 
of campus managers who have many years of quality experience. So the 
development programme must take these into account. Also, newly 
appointed campus managers must be developed through a structured 
induction programme. Experienced campus managers can be used to 
induct newly appointed campus managers. (5:10 13788:16181) 
The views of P5 corresponded strongly with those of numerous educational 
researchers (see, for example, Huber, 2010; Leithwood & Hallinger, 2012; Slater & 
Nelson, 2013) who all strongly recommend that training should be based on the 
individual needs of campus managers and the different contexts within which they 
operate. One of the fundamental elements of leadership development is context 
(Leithwood, 2005), which implies that campus managers must be able to read the 
context in which he or she is working and accordingly make context-appropriate 
leadership decisions (Dempster, 2009).  
Typically, leadership development programmes should be made available at several 
points during the campus manager’s career, beginning as leadership training during 
middle management, continuing as preparation for promotion, and supplemented after 
appointment as campus managers (Leithwood & Hallinger, 2012). This strategy allows 
for training that is relevant to the stage of the campus manager’s career to be provided. 
However, Bush (2009) cautions that, while this personalised approach may succeed 
in meeting the aspirations of individual leaders, in developing countries such as South 
Africa, it is unlikely to produce the critical mass of campus managers that is urgently 
needed. This is especially significant due to the limited funding available. 
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Another theme that emerged was the use of informal strategies develop campus 
managers.  
 
5.6 INFORMAL LEADERSHIP PREPARATION AND DEVELOPMENT 
STRATEGIES     
The informal leadership development of campus managers is often not formally 
structured (Eddy, 2010), it does not normally result in a qualification, it may 
occasionally appear to be similar to formal coursework (Pont et al., 2008b), and it 
includes practices such as attending workshops and conferences, networking, 
participating in communities of practice, mentoring and coaching (Slater & Nelson, 
2013). The views of the campus managers provided insight into how they experienced 
informal leadership development and how they felt that it could be strengthened.   
This theme comprised five sub-themes, namely, support expected from the DHET 
regarding leadership development, training needs of campus managers, ethical 
leadership, the role of informal training (team building; coaching; forums or 
communities of practice; workshops) and the importance of induction, are discussed 
below.  
5.6.1 Support expected from the DHET regarding leadership development 
The DHET fulfils an oversight, monitoring and support function for TVET colleges. The 
monitoring and support function is delegated to regional officials who are based closer 
to the colleges than the DHET. At the time of the study the regional offices were 
understaffed. P6 felt that the level of support from the DHET and the regional officials 
needed to improve significantly. 
This year the management of student bursaries was a nightmare. I lost eight 
academic days due to student unrest at my campus. Nobody teaches you 
how to deal with these challenges. You are left to your own devices. The 
pressure from the media and parents becomes unbearable at times. I think 
that the DHET should develop a strategy to deal with student protests and 
then train campus managers on how to implement the strategy. Also our 
supervisors place us under severe pressure to bring the strike to an end. 
They often manage from a distance. I wish that they would provide more 
support. They should be visible and visit campuses, especially during these 
difficult periods. They behave more like police which is not helpful. (6:8 
7840:9515) 
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Although the regional offices were established recently (in 2015), and are severely 
understaffed, the effectiveness and role of the regional offices need to be interrogated 
in future research. In order to improve the efficiency of the regional office, P6 made the 
following recommendation:  
I would prefer for them to host regional workshops where the common 
challenges they identified are shared and solutions discussed. These 
solutions can then be customised by campus managers to suit their 
contexts. (6:11 12568:13444) 
P6 (6:11 12568:13444) lamented about the poor levels of student performance in 
TVET colleges across the country. She suggested that: 
The DHET needs to identify challenges that are common across the country 
We all know that student performance at TVET colleges is at crisis levels. 
Surely the DHET needs to come up with a strategy to address this. Why are 
there colleges that are excelling but the majority are performing poorly? 
(6:11 12568:13444)  
P6 (6:11 12568:13444) supported the idea of national workshops where campus 
managers can meet and have experts from within the TVET sector lead discussions 
and come up with possible solutions.  
The interview data from all the participants suggested that campus managers were not 
working in a coordinated manner. Hence, P4 emphasised the importance of the DHET 
coordinating training for campus managers. 
If the DHETs gives direct support to campus managers, the objectives can 
be reinforced directly and all campus managers in the country can work 
towards a common goal. This does not happen at the moment. I also think 
that DHET can coordinate development matters from a national point. For 
example, if the DHET could develop a comprehensive ‘Induction manual for 
campus managers’ which can then be implemented by TVET colleges 
across the country. This will create a minimum base from which campus 
managers operate. (4:9 11527:13136)   
Due to the vast distances between TVET colleges, P5 suggested that the DHET 
should consider the use of technology to enhance training. 
The DHET needs to start exploiting benefits of advanced technology 
through virtual classrooms, online classroom delivery tools. (5:9 
12072:13661) 
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P5 proposed that when the DHET commences with the development of a national 
model for the professional development of campus managers, it should consider 
differentiated training approaches. 
The DHET should appreciate that campus managers are heterogeneous 
and therefore differentiated training approaches should be employed. (5:9 
12072:13661) 
The voices of the campus managers provided rich data of how they experienced 
support from the DHET and regional offices. Their suggestions of how the development 
process of campus managers could be strengthened were insightful. For example, the 
suggestion by P2 (2:9 11038:11561) that the development of campus managers 
should be an inclusive process, with campus managers also being involved in the 
design of the developmental strategy, is a prudent one.  
5.6.2 Training needs of campus managers 
One of the criticisms levelled against leadership development is that the voices of the 
participants are not heard nor are they used as data to shape and improve future 
training initiatives (Houle, 2006). Consequently, the interviews sought to obtain the 
views of the six participants regarding the training needs of campus managers. In 
Chapter 6 these views are integrated with the quantitative data which investigated the 
perceptions of academic staff regarding the leadership competence of campus 
managers.  
Once again, the views of the campus managers varied greatly. The participants 
identified training needs in relation to leading teaching and learning as well as other 
non-curriculum related activities. Although the interview questions and, consequently, 
the a priori sub-themes were directly linked to the conceptual framework (deductive), 
some responses invariably introduced new ideas and concepts (inductive). One such 
concept was voiced by P1 who suggested that the training and development of 
potential campus managers should occur from the time they are appointed as middle 
managers.  
I think that, even before recruitment, serving campus managers must 
ensure that all internal ESs and HODs are developed in managerial and 
leadership skills. This can be done through appropriate delegation of 
leadership and managerial responsibilities. Campus managers should 
encourage middle managers to register for courses that are relevant to their 
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job description and assist by securing funding for them through a bursary. 
(1:16; 13819:15128) 
P2 (2:13 14137:15507) suggested that the training of campus managers should 
correlate with the key performance areas (KPAs) of the campus managers while P1 
contended that the training should be linked to the dynamic nature of managing a 
campus. 
Being a campus manager is very demanding. The TVET sector is in a state 
of constant change. Consequently, the skills needed by the campus 
manager are dynamic and have to be continually developed in order to 
successfully meet the changing demands. (1:5; 2372:3862)  
In relation to P1’s suggestion of continuous development, Pont et al. (2008a) and 
Schleicher (2012) suggest that in-service training should be offered periodically to 
campus managers, at a regional or national level, so that they may update their core 
leadership skills and keep abreast of the latest developments in instructional 
development, changes in the TVET sector, as well as in policy development. In the 
absence of mandatory preservice training or formal leadership qualification, as is the 
case of campus managers in TVET colleges in South Africa, the role of in-service 
leadership development becomes even more significant (Darling-Hammond et al., 
2007). 
Student protests in South African TVET colleges are a common occurrence and 
invariably disrupt the teaching and learning process. Hence, it is essential that campus 
managers are equipped with the requisite skills to deal with protest actions and resolve 
them speedily. Accordingly, P1 and P2 identified interpersonal skills and conflict 
management skills as skills that should be developed.   
A common problem I observed is that when campus managers have poor 
interpersonal and conflict management skills there are many staff and 
student related problems which sometimes lead to protest action. I believe 
that in many instances these can be avoided if campus managers are 
trained in interpersonal skills and conflict resolution. (1:5 2372:3862)  
I am expected to resolve disputes on my campus as well as various forms 
of strikes. Last year I spent considerable time on stakeholder engagement 
– mainly with teacher unions and the SRC. So the campus manager must 
have strong mediation skills and patience. The campus manager must also 
be able to develop a thick skin as sometimes unfair personal comments are 
made about you. (2:3; 2537:5695) 
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Alam and Farid (2011) found that teachers felt that it was unfair and demotivating to 
hold them accountable for student academic performance while students are actually 
responsible for their own performance. P1 and P2 shared their experiences on staff 
demotivation as allied to the reasons provided by Alam and Farid (2011).  
Motivating staff is an area that I struggled with. There is immense pressure 
for campus managers to perform. When you cascade this pressure to staff, 
some become demotivated. Some staff members do not want to buy into 
the common vision of the campus. Strategies and skills to improve in this 
area would be greatly appreciated. (1:5 2372:3862) 
Often staff morale on campus is low. So the campus manager needs the 
skills to be able to lead team building and inspire the entire staff to work 
together as a team (2:3 2537:5695).    
The points raised by P1 and P2 are especially significant in the South African TVET 
context as one of the main tasks of the campus manager is to help improve staff 
performance and such performance is inextricably linked to the motivation of staff 
(Leithwood et al., 2008). 
It is of critical importance that campus managers are knowledgeable about pedagogy, 
instruction and assessment to enable them to credibly and competently participate and 
lead discussions, workshops and staff development activities (Cotton, 2003; Jensen et 
al., 2015; Marzano et al., 2005, Pont et al., 2008a). There are several findings in the 
literature that identify instructional leadership as a critical component of the 
professional development of educational leaders (see, for example, Bush & Glover, 
2004; Hallinger, 2005; Mestry & Grobler, 2004). It is worth noting that all the 
participants identified leadership development in leading instruction (instructional 
leadership) as critical. The view of P2 was fairly representative of the views of all the 
participants.     
Teaching and learning is a key activity of the campus. Hence, the campus 
manager must be able to lead and manage teaching and learning. The 
campus manager should be competent to be able to support staff, monitor 
poor performance, monitor student academic performance, observe 
teaching, etc. These skills are not taught to you during your studies. So they 
should be part of your training. (2:3 2537:5695)  
P1 added the further dimension of communication skills. The development of skills 
such as verbal skills, writing skills and listening skills, may help the campus manger to 
draw the best out of the staff (1:5; 2372:3862). In addition, communication skills are 
considered an essential aspect of preparing campus managers to be effective 
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instructional leaders (Backor & Gordon, 2015; Gillis, 2011). The views on 
communication skills shared by P2 resonated with those of Backor and Gordon (2015).    
(good communication skills) … enable the campus manager to share 
strategic goals, objectives with set targets and, the vision of the campus with 
staff and students clearly and unambiguously. (2:3; 2537:5695) 
P3 (3:3; 2516:3824) identified people management, conflict resolution, labour 
relations, managing teaching and learning, and how to lead people, as areas for 
training. 
P 5 cited reasons why the leadership training for campus managers is essential for 
their effectiveness and success.   
The job of a campus manager is very complex. There are many 
responsibilities that you have to fulfil. My previous campus manager did not 
receive any leadership training, never attended any workshops and worked 
in isolation. No wonder he was so ineffective. The average campus 
manager oversees about 2000 students and about 100 staff members. The 
majority of our students are from rural areas and poor homes. You have so 
many clients both external and internal. Although I know that my main focus 
is to prepare my students for the world of work by providing high-quality 
teaching, I find that at times, I do not do justice as there is not enough time 
with so many competing priorities. So training campus managers for this 
role of leading teaching and learning can assist. (6:5; 2885:5405) 
Mentoring and coaching is regarded as a significant developmental strategy to 
prepare, guide and support campus managers to develop their instructional leadership 
skills and accelerate campus transformation (Barnett & O’Mahony, 2008; Clayton et 
al., 2013; Fletcher & Mullen, 2012; Pappas & Jerman, 2015). Sullivan (2013) suggests 
that instructional leadership is best learnt in practice and, consequently, coaching and 
mentoring is the most effective model for developing the instructional skills of 
educational leaders. P6 shared her experience regarding mentoring: 
My negative experience with my previous campus manager while I was a 
HOD taught me that I need to mentor the HODs whom I supervise so as to 
better prepare them for future roles. For example, I should allow them to sit 
in on meetings between me and stakeholders. This will enable them to grow 
their stakeholder engagement skills. I do this on a regular basis now that I 
am a campus manager. In fact, there are some meetings which I delegate 
to them to manage. (6:5; 2885:5405) 
P5 identified knowledge of data management, planning and financial management 
as being important.   
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The big issues of teaching and learning, managing staff and setting direction 
are developed mainly during your experience as ES or HOD. In colleges 
where this is not the case, I think that development in these areas would be 
critical. Campus managers are expected to analyse data and present 
reports at various platforms hence they need to be developed in advanced 
computer skills, data management, and data-driven decision making. I was 
very fortunate. I worked very close with my campus manager when I was 
an HOD. So this exposed me to many areas of management. Although this 
informal development was not structured, I was given the opportunity to 
chair staff meetings, student disputes, staff challenges etc. So when I took 
over as campus manager I already had relevant experience. Having said 
that, the new administrative issues such as operational planning and 
financial management, was intimidating when I was first appointed as 
campus manager. (5:3 2975:4963) 
While there are areas of overlap regarding the training needs of the participants, the 
majority of their needs are different. This reinforces the view that for training to be 
effective, it must be linked to the training needs of the individual campus manager.  
Another aspect that was not highlighted in the literature review but which came across 
as critical during the interviews was that of ethical leadership. 
5.6.3 Ethical leadership  
According to Zhu, May, and Avolio (2004), campus managers exhibit ethical 
behaviours when they do what is “morally right, just and good” (p. 16). A strong set of 
personal ethical standards helps in creating a culture of honesty and fairness, which 
stimulates higher levels of trust and loyalty within the institution. P5 emphasised the 
importance of ethical leadership and how it could be incorporated into the operations 
of the campus. 
It is not uncommon to hear about fraud and corruption at TVET colleges. In 
my opinion, integrity and ethical leadership are amongst the most prudent 
leadership trainings necessary for campus managers. Everything else 
becomes secondary once campus managers “walk the ethical talk”. I think 
we need to appreciate the key role played by ethical leaders in creating an 
enabling and conducive work climate promoting and enhancing academic 
excellence. (5:3; 2975:4963) 
In discussing the theory of ethical leadership, Brown, Treviño, and Harrison (2005) 
concur that ethical leadership behaviour plays an important role in enhancing 
employee attitudes and behaviours. P5 expressed similar views to Brown et al. (2005) 
and provided tangible suggestions of how ethical behaviour may be entrenched into 
the operations of the campus. 
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Staff will be inclined to trust ethical leaders because of their role modelling 
behaviour demonstrated through their credibility and trustworthiness. This 
should culminate in the establishment of a set of ethical policies to guide the 
practices of the campus. It must be integrated into all processes, for 
example, operational plans, teaching and learning, examinations, marking 
etc. Ethical campus managers with integrity are likely to value employees 
and propel staff to excel. (5:3; 2975:4963)  
Walumbwa et al. (2011) found that leaders who display and promote ethical conduct 
have a greater chance of being successful at institutional leadership. Although ethical 
leadership depends, to a large extent, on the individual’s moral values, dealing 
decisively with unethical behaviour may encourage ethical leadership.   
5.6.4 The role of informal training  
The conceptual framework identified three constructs of leadership development, 
namely, formal development, informal development and experiential development. The 
interviews obtained the views of the participants on the role that informal training 
played in their leadership development with the data collected providing information on 
various forms of informal training such as communities of practice, networking, 
workshops and conferences. Due to the specific importance placed on induction by the 
participants, it is discussed separately. 
 
5.6.4.1 Communities of practice 
Learning networks such as communities of practice or professional learning 
communities may be extremely beneficial with experience-rich campus managers 
sharing relevant solutions to the various challenges that their less-experienced campus 
managers may face in an environment that is relaxed and where all the participants 
may benefit (Normore, 2007; Slater & Nelson, 2013; Sullivan, 2013; Tynjälä, 2008). 
One of the main benefits of a community of practice for campus managers is that it 
provides an invaluable resource as the collective wisdom and experience of a cohort 
of campus managers are shared (Fullan, 2014; Hoyle & Torres, 2010). P1, P2, P4 and 
P5 expressed positive views about communities of practice for campus managers. P4 
expressed the following view: 
The other strategy that is working well in our college is the meetings with all 
campus managers once a quarter. These meetings are called campus 
review meetings where we report against our strategic objective targets. 
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The meetings are similar to a community of practice where campus 
managers receive support and also share best practice amongst each other. 
We learn a great deal from each other. (4:10 13261:14330) 
P5 suggested how communities of practice for campus managers could be organised. 
I suggest that we may need to develop a campus managers’ forum or a 
community of practice for campus managers. It can be at a national as well 
as provincial level. To save travelling costs the National Forum can meet 
maybe once or twice a year while the Provincial Forum can meet on a 
quarterly basis. When campus managers go to these meetings, it is 
important that feedback is given back to staff upon their return (5:10 
13788:16181).  
Bennet and Anderson (2003) suggest that discussions of best practices by campus 
managers in communities of practice regularly result in existing practices being 
discussed and openly interrogated so that they may be improved where necessary. 
Participating in communities of practice also creates opportunities for networking for 
campus managers. 
5.6.4.2 Networking 
There is a great deal of overlap between networking and all other forms of informal 
development. Participating in communities of practice, workshops, seminars and 
conferences helps campus managers to develop a network of support with people who 
are facing the same challenges and opportunities (Eddy, 2010). P6 saw potential in 
networking.  
I have very limited opportunities to attend workshops. I attended one a few 
years back. I found the workshop very theoretical. But the networking 
opportunities during the breaks and discussions were good. (6:6 5630:6593) 
P6 highlighted the lack of support from supervisors when they tried to initiate a 
networking session between campus managers. 
We tried to meet as campus managers in our college to discuss common 
challenges and possible solutions. This did not work as it was not supported 
by our supervisors. (6:6 5630:6593) 
A possible solution to this challenge was provided by P4 who suggested the use of 
technology to enhance networking.   
The DHET needs to start exploiting benefits of advanced technology 
through virtual classrooms, online classroom delivery tools. We need a 
teaching environment where we can interact, communicate, view and 
discuss presentations, and engage with learning resources while working in 
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an online setting. It is not always cost effective and necessary for us to travel 
to a central venue to learn. (5:9 12072:13661) 
The suggestion by P5 is a practical one as in many countries and in some South African 
TVET campuses, online communities are now the desired standard as they provide 
participants with a host of resources which are accessible at any time and place of their 
choice (Marzano & Toth, 2013; Retna, 2015). Similarly, virtual networking 
functionalities such as mailing lists, blogs, or social media groups would, for example, 
enable campus managers to share leadership hints across provinces and even 
countries (González-Sancho & Vincent-Lancrin, 2016; Marzano & Toth, 2013; 
Marzano et al., 2011). 
5.6.4.3 Conferences, seminars and workshops 
Workshops, conferences and seminars have the potential to provide pragmatic and 
procedural knowledge, socialisation, networking and professional skill development 
(Slater & Nelson, 2013). Attending workshops, conferences and seminars is regarded 
as a traditional type of informal professional development that is popular (Darling-
Hammond et al., 2009). Most of the participants indicated that they had very few 
opportunities to attend conferences, seminars or workshops. However, the views of 
these types of informal trainings varied widely among the participants. P2, P3 and P6 
viewed conferences, seminars and workshops as being beneficial to the development 
of campus managers. P2 stated as follows: 
It also affords me the opportunity to listen to other ideas regarding the topics 
being discussed. Learning takes place in the form of a conversation as 
opposed to a lecture. Insights and thoughts on how to resolve the problem, 
which can offer a fresh perspective when dealing with the challenge, can be 
shared by me and other participants. (2:4 5924:6914) 
Participants P3 and P4 suggested that it is essential that the areas covered during 
the training focus on relevant priority areas.   
In the workshops, programmes that have to do with procurement, public 
finance management and health and safety must be made a priority. The 
dilapidated and non-compliant environmental state of some colleges and 
campuses, the inefficiency and corruption in the provision of the most 
needed resources for teaching and learning, is due, in my opinion, to a lack 
of knowledge and understanding of procurement and health and safety 
policies and prescripts on the part of campus managers. All these matters 
have an impact on teaching and learning. (3:4; 4049:5176) 
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Obviously it must have a content that is dedicated specifically to campus 
managers. The workshops should cover areas that campus managers 
experience difficulty in, for example, how to manage poor staff performance 
or poor student attendance. (4:4; 3537:5387) 
P4 and P5 shared their thoughts on why conferences and workshops for campus 
managers in South Africa may not be as successful as posited by researchers such as 
Slater and Nelson (2013) and Darling-Hammond et al. (2009).  
However, I must hasten to add that some colleagues that attend these 
workshops are not fully committed. They use the workshop more as a social 
event. They arrive late, leave early and often do not participate in 
discussions. And when they return to their campuses they do not put the 
development into practice. (4:10 13261:14330) 
During some training sessions with campus managers I noticed that there 
is a group that will participate and contribute willingly for the benefit of the 
whole. But there are always “passengers” who do not add any value. When 
work has to be delegated they always find excuses. (5:9 12072:13661) 
Nevertheless, despite the possible challenges, P5 felt that there was merit in informal 
training.  
I however do not suggest that we need to devalue the importance of getting 
together as campus managers and sharing best practices. (5:9 
12072:13661)  
While the views of the participants varied on some of the informal strategies, all the 
participants agreed on the importance of induction although only one of the participants 
had been inducted – albeit partially.  
5.6.5 Induction 
There is now increasing recognition that the leadership development of campus 
managers is an ongoing process with induction being a critical component of the 
process (Bush, 2008a). Induction programmes are particularly valuable for newly 
appointed campus managers (Sullivan, 2013) as they may assist with orientation, 
transition, technical skill development and provide networks for campus managers to 
share concerns and challenges (Pont et al., 2008a). Induction for campus managers, 
although supported by educational departments, are rarely mandatory but, instead, are 
left to the discretion of individual colleges (Pont et al., 2008a; Sullivan, 2013). 
Consequently, induction for campus managers is not a common practice on TVET 
campuses. None of the participants were inducted. Only P4 had been partially 
inducted.    
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I had a very brief induction – just an overview on the basics for about an 
hour. I felt it was done merely for compliance and was insufficient. (4:4 
3537:5387)   
P4 (4:4 3537:5387) recommended that a comprehensive induction programme for 
campus managers be developed by the DHET and implemented for all new campus 
managers. She added that, while many campus managers have experience and 
expertise in some areas, they need to be inducted in other areas (4:4 3537:5387).   
P5 (5:10 13788:16181) indicated that, while he was not inducted formally as a campus 
manager, he was able to contact his supervisor telephonically for support, advice and 
guidance.  
In South Africa, where preservice or formal leadership qualifications are not 
mandatory for appointment as a campus manager, the role of induction becomes 
even more important in the leadership preparation of newly appointed campus 
managers (Stoll & Temperley, 2010). Despite five of the participants not having been 
inducted, they all expressed views about the benefits of induction for newly appointed 
campus managers. The views of P2 and P5 are cited below.  
Induction is also important although I was not inducted as a campus 
manager in my college. This is a pity because induction ensures that I 
understand the college policies and organisational structure, expectations 
and job description, department and government strategic goals and 
objectives, etc. (2:4 5924:6914) 
I did not receive any induction. In my opinion induction and orientation is 
critical in boosting the new campus manager’s confidence. It also helps the 
new campus manager adapt faster. Further, it improves employee retention 
and helps clarify roles and responsibilities thereby enhancing productivity 
and efficiency. (5:4 5186:6231)  
P1 (1:5 2372:3862) raised concerns about the lack of a staff wellness programme for 
campus managers. 
I am deeply concerned for my fellow colleagues who are swamped with 
loads of administrative work, ridiculous deadlines, regular protest actions 
by students and staff wherein campus managers are verbally and 
sometimes even physically abused, and numerous issues of compliance. 
The levels of stress of campus managers are extremely high. Yet there are 
no staff wellness programmes available to support campus managers. 
Although staff wellness for educational leaders was not emphasised in the literature 
review, it may be of specific significance in the TVET context in South Africa. According 
to Haines et al. (2007), successful staff wellness programmes provide health 
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education, counselling as well as psychological and social services. In addition, the 
staff wellness programme participants may provide a support system for each other 
(Haines et al, 2007). The employer may reap significant benefits by introducing a staff 
wellness programme as it has the potential to reduce stress, improve motivation levels 
and improve staff attendance.  
P 5 introduced the concept of mentorship and coaching.  
I want to argue that mentorship is vital as we need personal support to 
facilitate success as campus managers. Having an experienced mentor or 
coach to guide us in our career is invaluable as being a campus manager 
can be a daunting and lonely role. (5:4 5186:6231) 
Mentoring and coaching (see § 2.9.1.4) are used extensively during the induction 
process (Lambert, 2014). Slater and Nelson (2013) found that mentorship support and 
links to leadership networks must be made available so that appropriate solutions to 
challenges may be readily found. In supporting the importance of mentorship, P1 
recounted his experience of being mentored when he started teaching. 
I also think that mentorship can play an important role in staff development 
in TVET colleges. When I started teaching, as an unqualified teacher, I was 
mentored by a senior staff member. This really helped my development. 
When I needed support, I knew who to get advice. (1:15 12720:13725) 
The views of the participants reinforced the important role that induction may play in 
enhancing the capacity of campus managers. Having discussed various strategies that 
may be used in the leadership development of campus managers, the study also 
investigated challenges that campus managers face which may hinder leadership 
development.    
 
5.7 CHALLENGES OF LEADERSHIP DEVELOPMENT 
The challenges linked to the leadership development of campus managers emerged 
as another theme. This theme comprised of the following four sub-themes, namely, 
constraints and opportunities linked to funding, time spent on administration, 
delegation skills, and recruiting processes. These are discussed below. 
5.7.1 Constraints and opportunities linked to funding  
There is widespread consensus that, if TVET colleges are to fulfil their mandate of 
providing high quality vocational education that is relevant to the needs of the labour 
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market, the DHET needs to provide funding for a nationally driven leadership 
development programme (Akoojee et al., 2005; Berke at al., 2008; Kottkamp, 2011; 
Rasool & Mahembe, 2014; Van der Westhuizen & Van Vuuren, 2007). All the 
participants, except P4, had self-funded their leadership qualifications. The lack of 
funding was flagged as a possible barrier to leadership development for campus 
managers. P6 responded as follows. 
Funding always is a problem at my college. So we do not even request any 
development that will have a financial impact. Even our travelling has been 
severely curtailed. Our supervisors do not see the need for continuous 
professional development of campus managers. They do not check what 
our development needs are. There are no budgets available for college 
mentorship or development programmes for campus managers at my 
college. They mainly focus on lecturers’ development. (6:13 14276:14960) 
During the interview process, new codes also emerged, inductively, which were linked 
to the research question but not part of the a priori codes (Flick, 2009; Maree, 2015). 
This allowed theory to emerge from the content of the raw data with an emphasis on 
“local data” (Teddlie & Tashakkori, 2009). For example, P6 (6:13 14276:14960) 
identified the vast distances between campuses as a possible barrier to leadership 
development.  
I come from a rural college. The distances between campuses are vast. The 
closest neighbouring campus to me is 65 km while the furthest campus is 
200km away. So meetings between campus managers cannot take place 
easily as you have to travel vast distances to meet which have funding 
implications.  
However, the view shared by P4 was contrary to the views of the rest of the 
participants. 
As a life-long learner I enjoy participating in developmental programmes and 
the fact that the college is supportive makes it easy to participate. My college 
believes in investing in its employees for the success of the organisation. I 
am also excited about an initiative my college started where the growth and 
development of black female managers is being accelerated. There are 
many opportunities for growth funded by the college and other agencies 
such as SETAs and the DHET (4:11 14551:15075). 
P4 suggested that funding opportunities, albeit limited, for the leadership development 
of campus managers were available but that campus managers did not take advantage 
of these limited opportunities (4:11 14551:15075). 
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However, the professional development of campus managers is not the sole 
responsibility of the DHET and colleges. and P4 concurred with Chavez et al. (2016) 
in suggesting that campus managers should also be encouraged to participate in self-
development. P4 stated:  
As leaders we should also look at ways of developing ourselves and set the 
example for the rest of our staff Just to mention a few self-development 
initiatives I undertook – I underwent short courses on Computer training, 
Management & Administration skills, Financial Management for Non-
Financial Managers, Education Legislation & Policy Environment and HR 
and Labour Relation matters. These helped me greatly with the non- 
teaching aspects of campus management. (4:11 14551:15075) 
The views of the participant reinforced the need for a nationally co-ordinated and 
funded strategy for the professional development of campus managers. Another 
challenge identified by all the participants was the time spent on administration which 
reduced the time available for other activities such as leadership development.  
5.7.2 Time spent on administration  
A common finding by researchers is that the primary reason provided by leaders for 
defaulting on their instructional leadership roles is a lack of time (Brauckmann & 
Schwarz, 2015; Jarvis et al., 2013; Klocko & Wells, 2015; Kraft & Gilmour, 2016; 
Leonard, 2010). The responses of all the participants reinforced this finding. The 
participants responded comprehensively and emotively to this aspect. All the 
participants felt that they were swamped by administrative work or ‘paper work’. They 
were asked to provide an estimate on the number of hours they spent on various 
aspects of their role as a campus manager. The time spent on administrative matters 
varied between 60% and 80% while less than 20% was spent on leading teaching and 
learning. For example, P4 responded as follows: 
Administrative tasks take up the majority of hours of a campus manager’s 
day-to-day activities. For argument sake, if one has to take 7:30 to 15:30 as 
the reporting and knocking off times. This gives the required 8 hours 
reporting period. Bursary management takes about one hour a day. I spend 
about one hour a day on activities linked to improving teaching and learning. 
The remaining six hours as a campus manager I am consumed in 
administration functions. I wish I could spend less time on administrative 
issues. (4:7 8569:9216) 
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Despite campus managers being aware of the need to maintain a healthy work-family 
balance, P6 indicated that the excessive administrative workload was impacting on this 
balance.   
I often seem to have not enough time in a day and take work home. So, I 
think that training in time management would be beneficial. This will help 
campus managers to delegate, prioritise important activities and meet 
deadlines while at the same time focussing on teaching and learning. (6:9 
9912:11452)   
The view of P6 on the training of campus managers on time management is supported 
widely in existing literature. For example, Kraft and Gilmour (2016) suggest that 
maximising leaders’ time management skills may help them to meet the increased 
demands for instructional leadership. 
P5 indicated that there was a lack of congruence between their job descriptions and 
the expectations of the DHET and, as a result, the focus on the core business of 
teaching and learning suffered. Nevertheless, P5 also shared how he had overcome 
the challenge of spending excessive time on administrative tasks and the impact of 
this change. 
When I started as a campus manager I spent almost 75% of my time in my 
office with administrative work. My focus on teaching and learning suffered 
immensely. Student performance at that time was unsatisfactory. With 
experience, I learned how I manage my time more effectively. I mastered 
the magic of delegation. At the moment I spend about 15 hours a week on 
activities linked to improving teaching. This is out of a 40-hour work week. 
This increased time spent on improving teaching played an important role 
in improving student performance. I am proud to say that my campus is now 
regarded as one of the best performing TVET campuses in the country. I 
now spend about 15 hours on administration which I need to reduce further. 
(5:7 9586:10883)  
As alluded to by P5, time management is inextricably linked to delegation skills which 
are discussed next.  
5.7.3 Delegation skills 
It is vitally important for campus managers to realise that transitioning to a campus 
manager’s role means ‘unlearning’ some old patterns (McCulla & Degenhardt, 2016). 
These patterns are often related to issues of control that may have served them well 
during teaching and middle management but which have to be amended as a more 
distributive form of behaviour is required of campus managers (McCulla & Degenhardt, 
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2016; Naicker & Mestry, 2013). In order to ensure that distributive leadership impacts 
positively on the success of the institution, relevant accountability processes must 
accompany this distributive leadership (Naicker & Mestry, 2013).     
Lee and Hallinger (2012) found that, in education systems that were more structured, 
planning was more effective which ensured that excessive time was not allocated to 
administrative functions. Leonard (2010) suggests that, to ease the burden of a 
shortage of time, leadership should be distributed by the campus manager so that the 
leadership capital of the entire campus is optimally utilised.  
All the participants appeared to be aware of the importance of delegation. Although P2 
also spent less than 20% of his time on teaching and learning related activities, he 
understood the rationale of delegation and how it could be implemented. 
I think that a lack of proper delegation is the root cause why campus 
managers spend a large proportion of their time on administrative work. 
Lack of detailed weekly planning makes a campus manager sit in the office 
for most of his working hours. I am totally against this notion of “I am the 
only person who knows it and who can do it”. I do not only trust my team but 
I also entrust each team member, according to his or her ability, with the 
responsibility of doing certain duties. I delegate the responsibilities to the 
team but not abdicate from being accountable. I monitor, assist, advise, 
check and correct where necessary the delegated responsibilities. Finally, I 
own the work. (2:7 9076:10186) 
One of the challenges that restricts effective delegation is the need of some campus 
managers to want to control everything. This was suitably illustrated by P1. 
I guess I could delegate but as I am accountable for bursaries at a campus 
level, I prefer to control it myself. Sometimes when you delegate it, there 
are many problems. To correct these problems is even more difficult. That 
is why I prefer to do it myself. (1:9 8182:8949) 
This view of P1 (1:9 8182:8949) illustrates the tension that is often created in the 
transition to becoming a campus manager which involves learning how to move away 
from being a “hands-on doer” with a tendency to control in a way that is “characteristic 
and perhaps even a necessity in classroom and middle-management roles” (McCulla 
& Degenhardt, 2016 p. 559). The art of delegation is not simple and, hence, campus 
managers must be trained to be able to delegate effectively (Bottoms, 2001; Leonard, 
2010).  
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It may be argued that if suitable campus managers were hired in the first place, they 
would possess the relevant skills to delegate effectively. 
5.7.4 Recruitment processes 
The pool of competent, aspiring campus managers in South Africa is simply not big 
enough. Since the leadership shortage extends to the high school environment, TVET 
colleges have been forced to compete with high schools for the same limited pool of 
applicants for leadership positions, which is yet a further challenge TVET institutions 
face (Lemons, 2007). Corbett (2012) suggests that this limited leadership pool, inability 
of the sector to retain highly competent leaders and frequent resignations provides 
further reasons why it is so vital that the TVET sector makes the leadership 
development of future campus managers in colleges a priority. 
During various stages of the interview process all the participants acknowledged that 
recruiting and selecting effective campus managers is one of the most important yet 
challenging tasks facing the DHET. It was somewhat surprising that, although the 
participants had all been appointed through the same recruitment processes they were 
quite critical of it. For example, P4 shared the following view: 
My issue with the current recruitment process is that how can a selection 
panel determine a potential candidate within such a short space of time. 
Recommendation is made on the basis of selected skills and competencies 
such as experience, communication and, sometimes, computer skills. 
Regarding experience, I think that the panel needs to check how well the 
candidate performed during that ‘experience’. I know that experience is 
important. But, if a person has many years of management experience but 
has performed poorly in that position, then is that person worthy of 
promotion? (4:14 16878:18353)  
Mendels and Mitgang (2013) recommend that the recruitment process of hiring TVET 
campus managers should be strengthened to make them less capricious, more 
rigorous and highly selective. In a similar vein, P1, P4, P5 and P6 recommended the 
administering of a competency test as a possible solution to strengthening the current 
interview process. The view of P4 (4:14 16878:18353) is cited below:   
I would like to recommend that leadership competency tests be 
administered for this post. The process needs to move away from 
measuring knowledge to measuring key leadership capabilities so that the 
most suitable candidate is chosen. Often the smoothest talker is appointed. 
Competence is not just the underlying abilities and capacities to perform key 
tasks, but also includes the relationships which form between these aspects 
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during performance. Competence is multi-layered and should be based on 
knowledge, understanding, creativity and the ability to reflect on current 
practices with the objective of continuously improving performance. Any 
recruitment process employed should take this into consideration.  
Many of the candidates made the moot point that interviews alone are not sufficient to 
select suitable campus managers. P5 (5:14 19344:20910) made the following 
suggestions: 
The DHET should consider introducing submissions of portfolio of evidence 
detailing key achievements in previous roles to determine compatibility and 
suitability. Where necessary, interview former colleagues, peers and 
supervisor to gain more insight and the portfolio of evidence can also be a 
useful tool for validation. The process should be structured, methodical and 
carried out with military precision.  
Another factor, which certainly causes concern, is the role played by labour unions in 
the appointment of campus managers. P6 shared the following concern: 
Many college staff complain about the recruitment process. Some have 
valid reasons. In my campus the labour unions are very powerful. Some 
influence interview panel members so that “their” candidate is appointed. 
(6:16 16624:18030) 
P3 (3:14 13291:14236) felt that the influence of the labour unions depended on the 
district in which a campus is situated. He felt that, in some colleges, especially where 
the management is weak, labour unions take advantage and unduly influence 
appointments (3:14 13291:14236).   
P5 (5:14 19344:20910) shared a more labour-sympathetic view: 
I have a strong labour union background having served on the largest labour 
union in my province at various executive positions. Hence, from experience 
I know that if they play their role correctly, labour unions will support the 
college to ensure that efficient candidates are appointed.  
Yet, in the same breath, P5 described how he personally had witnessed labour union 
representatives pressurising colleges to appoint targeted individuals (5:14 
19344:20910).  
P3 (3:14 13291:14236) introduced another dimension into the discussion by 
recommending that the salaries of campus managers should be a market related and 
should compare favourably to those paid in similar leadership positions in the private 
sector. Shelton (2011) argues that, in addition to a review of salary structure, there 
should be accompanying amendments of recruitment policies while Chapman et al. 
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(2007) suggest that the inclusion of professional criteria could help to attract and retain 
better quality campus leadership. Despite the fact that the salary packages of campus 
managers are under review in South Africa, there is overwhelming consensus that the 
salary packages of campus managers at the time of the study were insufficient to 
attract and retain the quality of leadership that is required on TVET college campuses 
(Armstrong, 2014; Shelton, 2011). P6 supported this consensual view.  
I also think that the salaries of campus managers should be increased so 
that it attracts the right calibre of candidates and once appointed the salary 
package must be able to retain competent candidates. I have witnessed 
how competent female colleagues are head-hunted by the private sector. 
(6:16 16624:18030) 
A recommendation to strengthen the recruitment process, which was not mentioned 
by any of the participants, is that recruitment panels be trained so they may be deemed 
competent before their appointments in an attempt to professionalise the recruitment 
process (Jensen et al., 2015).  
Various stakeholders play a critical role in supporting the campus manager to achieve 
the objectives of the campus (Akram et al., 2017). Hence, stakeholder engagement 
skills are vital skills that are required by campus managers.  
 
5.8 STAKEHOLDER ENGAGEMENT  
The last theme that was emerged was linked to the level of engagement campus 
managers have with both internal and external stakeholders. This theme comprised 
three sub-themes, namely, engagement with stakeholders, engagement with regard 
to the diagnosis of staff development needs, and supervision feedback, which are all 
discussed further.  
5.8.1 Engagement with stakeholders 
The level of engagement of campus managers with college stakeholders is a strong 
predictor of institutional performance (Kompaso & Sridevi, 2010). College stakeholders 
include internal stakeholders, such as students and staff, as well as external 
stakeholders such as labour unions, employers and business partners.  
All the participants aired some level of discomfort in respect of their engagement with 
labour unions. For example, P1 (1:14 11523:12588) shared the following view: 
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Campus managers view labour unions as a threat as a result they are not 
meeting them to discuss area of common interest. They only meet when 
there is a grievance or a serious challenge. At this juncture the atmosphere 
is tense with low levels of trust which are not conducive to fruitful outcomes.  
P6 shared an example of how a meeting with labour unions had turned unprofessional.    
I am very anxious about attending any meetings with labour unions. This is 
due to some nasty experiences that I had in the past. For example, once a 
staff member on my campus passed on. The college policy allows for one 
college car to be used by staff to attend the funeral. The unions wanted to 
use a bus. I indicated that the policy does not allow this. I suggested that if 
that is what they want then they may contribute ‘from their own pockets’ to 
fund such an expense. They were furious and concluded that I do not care 
for my staff. At times the meeting degenerated into a shouting match. I felt 
very intimated. (6:14 15109:15980) 
P1 (1:14 11523:12588) suggested that, in order to build conducive working relations 
with the labour unions, the campus manager should schedule regular meetings with 
them and not only meet with them when crises arose. Regular meetings with labour 
unions where the vison, objectives, goals, targets, achievements and challenges of the 
campus are shared, can play an important role in building a conducive working 
relationship. P6 indicated that, while two such meetings had been planned for the year, 
they did not take place due to competing priorities and time constraints (6:14 
15109:15980).  
P5 (5:12 16587:17752) warned of the possible consequences of the lack of 
engagement of the campus manager with labour unions and SRCs.  
Staff and students’ uprisings, wild cat strikes, unlawful industrial actions are 
often occasioned by inadequate or lack of engagement with stakeholders. 
Campus managers do not have planned and schedule meetings with 
stakeholders especially organised labour and SRCs. Most of the meetings 
are impromptu and of an emergency nature  
Another new code that emerged inductively during the interview process, which was 
linked to the research question but not part of the a priori codes from the conceptual 
framework, was the skills required by the participants to deal with stakeholders. P1, 
P2, P4 and P6 explicitly expressed concerns about their lack of skills in respect of 
dealing with stakeholder engagement, especially labour unions and SRCs, and 
strongly recommended additional training for campus managers in this regard. The 
researcher had experienced how student and staff protest action disrupt the teaching 
and learning process and also the negative impact of these disruptions on student and 
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staff morale. In certain instances, a few days of protest action may impact on the 
performance of the college for the entire year. 
Conversely, the impact of good stakeholder engagement skills was illustrated by the 
following response from P5.  
I spend a further 15 hours on stakeholder liaison and engagement. This 
includes internal and external stakeholders. Good stakeholder relations 
bear significant dividends. For example, in the last five years we have had 
no staff or student protests at my campus. I think that this is due to the time 
I spend communicating with labour unions and the SRC on a regular basis 
but especially when I diagnose that there are serious challenges emerging. 
(5:7 9586:10883)    
Business partners constitute another important set of stakeholders for TVET colleges. 
The NDP 2030 (RSA, 2013) emphasises the importance of building strong 
relationships between the college sector and business partners who, in the main, assist 
with employment opportunities for college graduates. Examples of mega business 
partners in Mpumalanga province would include SASOL and Eskom. The feedback 
from these business partners helps the campus to ensure that the programmes which 
they are offering are responsive and relevant to the needs of the employers. While all 
the participants were aware of the importance of liaisons with business partners, only 
P5 had been successful in implementing them. P4 (4:12 15235:15744) expressed the 
following view:   
Although campuses are encouraged to forge partnership with business 
within their locality in many instances there are not many formal 
partnerships formed. My suggestion is campus managers need to be 
developed to assist them in initiating and maintaining sustainable 
partnerships 
Campus managers interact with stakeholders at all levels including staff, students, 
parents, employers, business partners and government. In view of the fact that the 
campus manager is responsible for the direction of the institution, the campus 
manager’s relational skills are crucial to the success of the position (Slater & Nelson, 
2013). 
5.8.2 Engagement with regard to the diagnosis of staff developmental needs 
The researcher had experienced a high number of colleges wherein generic staff 
development programmes were implemented with little or no engagement with staff 
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in order to ascertain their specific development needs. P3 (3:13 12838:13197) 
concurred with this statement and added: 
Campus managers do not adequately diagnose the development needs of 
their staff. As a campus manager I have not taken the time to check what 
qualifications lecturers possess, or document the training needs of lecturers 
as indicated in the IQMS file or do own mini-research through a survey to 
understand what staff’s developmental needs are.  
P1 (1:15 12720:13725) suggested a possible solution:  
I think that campus managers can use lesson observations as a source to 
identify weakness and strengths of staff. Then you can use strong staff 
members to share their strategies with weaker staff members. I also think 
that mentorship can play an important role in staff development in TVET 
colleges. When I started teaching, as an unqualified teacher, I was 
mentored by a senior staff member. This really helped my development.  
The findings of Day and Sammons (2016) support the suggestion by P1 (1:15 
12720:13725) regarding lesson observations. They add that it is essential that campus 
managers have a clear view of the individual and collective strengths and weaknesses 
of their staff. Campus managers acquire this view through implementing a systematic 
programme of monitoring and evaluation (Day & Sammons 2016).  
Staff development for campus managers does not necessarily have to be complex and 
complicated (Mendels, 2012). For example, the suggestion by P1 (1:15 12720:13725) 
relating to mentorship as a strategy for effective staff development is sound and is 
supported widely in existing literature (see, for example, Levine, 2005; Slater & Nelson, 
2013; Wallin, 2006).  
P5 and P6 felt that the lack of skills of campus managers to diagnose the needs of staff 
should be urgently addressed by the DHET. P5 (5:13 17888:19254) expressed the 
following view: 
We seldom afford staff an opportunity to provide suggestions for their own 
development. I think that there is a lack of consultation between the campus 
manager and staff to find out what their development needs are. 
Consequently, we are inundated with generic staff development 
programmes that are ineffective. 
Despite the negative sentiments expressed by P5 (5:13 17888:19254) regarding 
generic staff development programmes, there may still be instances where this form of 
development is appropriate. For example, the constant changes in the TVET sector 
and advances in technology create an opportunity for generic staff development 
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programmes which focus on new information and innovative teaching techniques 
Semadeni (2009). If staff development is to be effective, campus managers must 
ensure that lecturers practise their new skills until they are able to apply what they have 
learned (Semadeni, 2009). Ultimately, the success of staff development programmes 
must be based on data that indicates that student learning has improved (Zimmerman 
& May, 2003). 
The success of the supervision suggested by Day and Sammons (2016) is inextricably 
linked to the provision of appropriate feedback by campus managers to their staff.  
5.8.3 Supervision feedback 
The literature review emphasised the importance of appropriate feedback to improve 
supervision effectiveness (Sparks, 2002; Zimmerman & May, 2003). However, all the 
participants, except P2, indicated that the feedback they provided to their staff after 
supervision was inadequate. P3 (3:5 5296:6803) expressed the following view: 
I agree that campus managers do not give feedback after supervision. I am 
also guilty of not providing sufficient feedback. It is an area that I am going 
to try to improve on. In most instances I do not have enough time to provide 
written feedback so I provide verbal feedback where I can. (1:7 5720:6543) 
P2 (2:5 7044:7437) held a different view:   
After supervision, I compile a comprehensive report which indicates, good 
practice observed, areas that need improvement, suggested turnaround 
strategies which is not imposed, but discussed and agreed upon. The report 
is discussed with the affected staff member(s) and they are given an 
opportunity to comment or respond to the report. Also, the way forward is 
mutually agreed upon.  
Of concern was the view expressed by P4 (4:5 5509:6875): 
The environment may not be conducive or even safe for campus managers 
to give authentic feedback. Unfortunately, staff know more about their rights 
than what is expected of them and the scary part is that they are being over 
protected by labour laws and very little is done to protect managers. 
Campus managers do not feel confident enough to give honest feedback to 
staff members. I feel that at times when I do give feedback that I do not have 
the skills to be brutally honest about areas of poor performance. I tend to 
dilute the poor performance such that the staff member is not totally 
dejected and demotivated. Also the campus manager may lack the skill to 
provide meaningful feedback.  
The fact that P4 (4:5 5509:6875) felt intimidated by staff and, consequently, provided 
diluted feedback for the sake of maintaining a harmonious working environment is 
220 
 
worrisome. P3, P4 and P5 all suggested that a lack of skills and capacity to handle this 
important task is a reason why they do not always provide sufficient feedback.  
P 6 (6:7 6713:7613) shared his strategy for providing feedback: 
I have 52 academic staff members so I need to observe at least 26 per year. 
I never reached this target so far. Lesson observations is the easy part. I 
find the process of writing detailed supervision reports very demanding. At 
my college we have a lesson observation checklist which I now use and add 
a few comments at the end. This strategy is not perfect but it works for me.   
Kompaso and Sridevi (2010) posit that when campus managers engage employees, 
these employees are more motivated and emotionally attached to the institution. 
Researchers advise that an accurate diagnoses of staff members developmental 
needs is a precondition for successful staff development (Jackson, 2013; Rothwell et 
al., 2015). Sparks (2002) suggests that campus managers should develop a 
comprehensive staff development strategy with a corresponding implementation plan 
so that time is set aside for appropriate feedback after supervision.  
 
5.9 SUMMARY 
The primary reason for undertaking the qualitative phase of this study (Phase 2) was 
to obtain a deeper understanding of the results from Phase 1. Phase 2 also explored 
the campus managers’ views on how leadership development of campus managers 
could be strengthened.  
Chapter 5 analysed the views of six campus managers regarding various aspects of 
the leadership development of campus managers. The researcher analysed the 
qualitative data from the interview transcripts. By using the coding strategies 
suggested by Saldaña (2013), five emerging themes were identified, namely; personal 
experiences and career progression, formal leadership development and 
partnerships, informal leadership preparation and development strategies, challenges 
of leadership development, and stakeholder engagement. These themes were 
discussed together with various sub-themes. The researcher analysed the data via a 
process that was iterative and reflexive and then conceptualised the data in an 
unbiased and open-minded way. The researcher made connections between the 
various themes where relevant but remained cognisant of the need to link them to both 
the conceptual framework and the research question.  
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The researcher paid careful attention to the interplay between the participants’ voices 
and the researcher’s interpretation of the meaning of what they had said (Williams & 
Morrow, 2009). In an effort to reduce the shortcomings linked to solo analysis, the 
analysis of the data was shared with all the participants as well as an expert in the 
field of qualitative data analysis to obtain critical feedback and to strengthen the quality 
of the analysis.   
In general, the views of the campus managers regarding how their development could 
be strengthened mirrored very closely to what was identified in the global literature. 
Their views were, however, mediated by the different contexts of the TVET colleges 
as compared to their global counterparts. Accordingly, the analysis process was 
mainly deductively driven. However, a few inductive ideas, which were not 
emphasised in the literature review, were expressed, captured and discussed. One 
such example was the explicit request for the training of campus managers in dealing 
with staff and student protest action.  
What became apparent was that, although the participants understood what was 
expected of them in their leadership role as campus managers, they all felt that they 
had not received sufficient training for their demanding roles and they definitely 
needed further development and support. It was encouraging to note that the 
participants made practical suggestions of ways in which leadership development 
could be strengthened which assisted the researcher to develop a model of leadership 
development for the campus managers in TVET colleges in South Africa (see § 6.6). 
The final chapter, which follows, integrates the quantitative results from Phase 1 with 
the qualitative findings from Phase 2, summarises the findings and makes some 
recommendations, guided by the conceptual framework, to strengthen the leadership 
development of campus managers, as well as suggests possible topics for further 
research.  
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CHAPTER SIX 
FINDINGS, INTEGRATION, RECOMMENDATIONS AND CONCLUSION 
 
6.1 INTRODUCTION  
The analyses of the quantitative and qualitative phases were discussed in Chapter 4 
and Chapter 5 respectively. The qualitative phase of the study (Phase 2) sought to 
provide a deeper understanding of the results obtained from the quantitative phase 
(Phase 1). The qualitative phase also explored the campus managers’ views on how 
the leadership development of campus managers could be strengthened. 
This chapter, which is the final chapter in the study, seeks to integrate the quantitative 
and qualitative data, identify inferences and make recommendations on how the 
leadership development of campus managers may be strengthened. Possible future 
research topics are also identified. Finally, the chapter presents a conclusion to the 
study in an attempt to establish the extent to which the research questions have been 
answered and to discuss any potential impact the study may have on the TVET sector.  
The chapter commences with a summary of the research by presenting an overview 
of the entire study. 
 
6.2 SUMMARY 
The TVET college sector in South Africa is highly inefficient in terms of student 
achievement with low certification rates (Adams, 2011). Effective leadership is 
increasingly being regarded as essential for successful student achievement at all 
educational institutions, including TVET colleges (Leithwood et al., 2010). Hence, a 
systemic model to develop and improve the leadership skills of TVET college campus 
managers is imperative as effective leadership is a powerful way of driving 
improvements in the overall quality of the TVET system (Field et al., 2014). 
Accordingly, this mixed method study sought to identify the leadership development 
needs of campus managers and explored how the leadership development of campus 
managers could be strengthened to ultimately improve student achievement in TVET 
colleges in Mpumalanga province, South Africa. 
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The literature review provided an overview of the growing body of international and 
national literature on how leadership practices may enhance and support improved 
teaching and learning and thus promote better student achievement. It provided a 
particular focus on how these leadership practices may be developed using formal, 
informal and experiential development strategies. Although the researcher is astutely 
aware that student achievement is dependent on a myriad of factors, he argues that, 
based on his observations and experience, improving the effectiveness of campus 
managers may contribute significantly to improving student achievement. The primary 
purpose of the leadership development of campus managers is to produce more 
effective campus managers who will be able to contribute towards improving the levels 
of student achievement (see § 1.1). This is especially significant in South Africa where 
the TVET colleges are generally regarded as inefficient with low levels of student 
achievement.  
The conceptual framework that underpinned the study was based mainly on the work 
of Bush (2008a), Slater and Nelson (2013), and Pont et al. (2008a) and provided the 
lens through which the leadership development of campus managers was studied. 
The leadership development needs of campus managers were grounded on the core 
leadership roles identified by Cotton (2003), Hallinger (2003), Leithwood et al. (2004), 
Marzano et al. (2005), McCaffery (2010) and Pont et al. (2008a). Accordingly, the 
literature review focused on ‘which’ instructional leadership skills are associated with 
effective teaching and learning and explored ‘how’ these skills could be developed in 
campus managers. The evolving conceptualisation of educational leadership 
development in relation to formal, informal and experiential leadership development 
and their specific implications for campus managers and student achievement were 
explored in order to enhance the academic base of the research.  
In order to effectively answer the research question and realise the research 
objectives, the researcher decided to follow a mixed methods approach. Accordingly, 
the researcher used a sequential explanatory design wherein the collection and 
analysis of quantitative data was followed by the collection and analysis of qualitative 
data. The researcher kept the approach of each phase aligned within their respective 
paradigms which strengthened the rigour of each approach and, hence, the validity of 
the mixed method study (see § 3.5). Multiple paradigms, referred to as dialectal 
stances, were adopted for the purposes of the study and bridged postpositivist (Phase 
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1) and social constructivist worldviews (Phase 2) as well as the pragmatic perspective 
(rationale for the study) (Greene, 2007).  
Phase 1 used self-developed and pilot-tested questionnaires to carry out a census of 
the entire academic population (394 respondents) of all 16 TVET college campuses in 
Mpumalanga province. One campus was used for a pilot study which is a strategy 
linked to improving the validity of a study. The research items focused on which 
leadership practices of campus managers needed development as well as which 
leadership development strategies, from the categories informal, formal and 
experiential development, were perceived to be important for the development of 
campus managers. The data from Phase 1 was analysed using SPSS 25.0.  
In Phase 2, six purposely selected campus managers, a subset from the larger sample 
used in Phase 1, were interviewed. The semi-structured interview questions were 
informed by the data from Phase 1, the conceptual framework as well as the research 
question and were aimed at garnering more breadth, depth, and richness regarding 
the data from Phase 1. In order to improve the effectiveness of the interview protocol, 
a pilot study was first conducted. Phase 2 also sought the views of campus managers 
on how the leadership development of campus managers could be strengthened. 
Accordingly, the campus managers were given the opportunity to make concrete, 
practical suggestions of how leadership development could be strengthened in order 
to enhance the quality of teaching and learning on TVET college campuses. The 
qualitative data obtained from the interviews was analysed using the coding strategies 
suggested by Saldaña (2013). Although the method of analysis chosen for this 
qualitative phase was a hybrid approach of the qualitative method of thematic analysis 
using a combination of inductive as well as deductive approaches, the coding process 
was guided, in the main, by a priory codes (deductive) from the conceptual framework.  
The data from Phase 1 and Phase 2 was then integrated to provide a comprehensive 
and rich explanation of the outcomes and implications of the study. The findings 
suggested that the leadership capacity of campus managers was perceived to be 
mediocre, thus pointing to a definite need for leadership development, especially in 
the area of instructional leadership. The findings complemented the growing body of 
literature which suggests that the leadership development of educational leaders is a 
complex issue and thus there is no blueprint or right way to conduct leadership 
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preparation (see, for example, Bush & Glover, 2005; Pont et al., 2008a; Sullivan, 
2013).  
The study cautions that leadership development strategies that work for one campus 
manager may not necessarily work for another due to a myriad of factors, including 
experience and contextual factors. Hence, the study recommends that the leadership 
development programme should take into account the individual needs of campus 
managers as well as other contextual factors. A further training need expressed by all 
the participants and corresponding with findings in the literature, had to do with the 
efficient management of time to enable them to focus on instructional leadership (see 
§ 5.7.2). Stakeholder engagement, which was not emphasised in the literature review, 
was another area identified by all the participants as requiring development (see 
§ 5.8). This is, however, largely context related and may be due to the state of 
engagement between labour unions, SRCs and campus managers that exists in South 
Africa.  
The study found that leadership development opportunities for campus managers 
were almost non-existent or, at best severely limited. In those few instances where it 
did occur, it was uncoordinated, of poor quality, lacked funding, and did not add much 
value (see Finding 1). The literature review emphasised the importance of the DHET 
having structures and systems in place which support comprehensive and systematic 
learning opportunities for both aspiring and practising campus managers in order to 
build their capacity (see § 1.3). Hence, the researcher robustly argues for the 
development of a national leadership framework as a basis for a coordinated and high-
quality leadership development system for campus managers in South Africa. This 
framework should take cognisance of the fact that the leadership development of 
campus managers works the most effectively if various forms of leadership preparation 
are carefully integrated (see § 2.9).  
Unsurprisingly, the study found that all the leadership strategies linked to the 
successful leadership of educational institutions which emerged from the literature 
review were perceived to be important, namely; induction, identification of training 
needs, mentoring and coaching, communities of practice, networking, staff wellness 
programmes, experiential development, licensure, national institute, and leadership 
qualifications. The researcher suggests that the leadership development framework 
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should guide and drive the implementation of these leadership development strategies 
and ensure their appropriate integration. The added advantage of such a framework 
would be that it would also provide enhanced coordination from a national level. The 
participants had, in fact, raised concerns over the lack of such coordination from a 
national level (see § 5.6.4.2). The framework could also guide the recruitment and 
appraisal of campus managers which were perceived by the participants as being, at 
best, contentious (see § 5.7.4). 
Similar to the South African Standard for Principalship, which fully defines the role of 
school principals and the key aspects of professionalism and competencies required 
(RSA, 2016), the DHET should establish a set of professional standards specifically 
for campus managers which should spell out clear expectations regarding what 
campus managers need to know and do in order to improve student performance (see 
§ 2.9.2.1). In addition, the establishment of a national institute was highly 
recommended as it is regarded as an effective way in which to enhance the 
coordination, structure, quality and funding of leadership development programmes 
for TVET managers.  
The study culminated with the design of a leadership development model which 
integrates the recommendations made and provides a visual representation of the 
critical strategies necessary for the development of TVET campus managers in 
Mpumalanga province, South Africa. The conclusion of the study suggests that the 
aims and objectives of the study have been comprehensively met with the study 
making a contribution to existing literature, generating new knowledge and also having 
the potential to influence future policy and practice. Although the researcher is well 
aware that this study will not be the ‘silver-bullet’ solution to solving all the problems 
facing the TVET sector, he is, nonetheless, confident that it may be used as one of 
many resources to accelerate improvement in the sector.  
Having presented an overview of the entire study, the detailed findings of the study 
are now presented. Instead of presenting the findings of Phase 1 and Phase 2 
separately, the researcher will endeavour to integrate and juxtapose the findings of 
this mixed method study.  
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6.3 INTEGRATION OF DATA  
Woolley (2009, p. 7) defined integration in mixed methods studies as follows:  
Quantitative and qualitative components can be considered integrated to 
the extent that these components are explicitly related to each other within 
a single study and in such a way as to be mutually illuminating, thereby 
producing findings that are greater than the sum of the parts.  
Creswell, Klassen, Plano Clark, and Smith (2013) concur with Woolley (2009) and add 
that the integration of quantitative and qualitative data maximises the strengths and 
minimises the weaknesses of each type of data. Accordingly, the researcher used the 
findings from Phase 2 to enhance the understandings of the findings from Phase 1 
(Hesse-Biber, 2010). The integration also served to deepen the understanding of the 
data by providing a context for certain findings (Ponce & Pagan-Maldonado, 2015). 
Integrating the quantitative and qualitative results while discussing the outcomes of 
the entire study and drawing implications results in a higher quality of inferences 
(Ivankova et al., 2006).  
However, the process to integrate the different forms of data in a mixed method study 
is challenging (Creswell et al., 2013) The literature discusses three approaches of 
integrating data in mixed methods research, namely; “merging data, connecting data, 
and embedding data” (Creswell et al., 2013, p. 5). Connecting data was the approach 
used in this study where the integration happened by connecting the analysis of the 
results from Phase 1 with the data from Phase 2, thus serving to enhance the 
integration process (Creswell et al., 2013). This approach involved analysing the 
quantitative data and then using the information to inform the subsequent interview 
questions (Creswell et al., 2013).  
The ultimate aim of integration, in this study, was to place the findings from both Phase 
1 and Phase 2 into “conversation with each another and, hence, weave a richer and 
more comprehensive story” (Hesse-Biber, 2010, p. 67) so as to best answer the 
research question. The format of the presentation of the findings, which follows, was 
guided by the suggestions of Hesse-Biber (2010).   
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6.4 SUMMARY OF IMPORTANT FINDINGS  
The important findings are now discussed. This is followed by the recommendations 
and the conclusion linked to the aims and objectives of the study.  
Finding 1 
The participants indicated that leadership development for campus managers was 
almost non-existent or, at best, severely limited. In those few instances where it did 
occur, it was uncoordinated, of poor quality and did not add much value (see, for 
example, the view of P6 in § 5.6.4.2). The professional development activity in which 
five of the campus managers had participated was obtaining various leadership 
qualifications for their personal development through private studies. The majority of 
the participants expressed that they had very few opportunities to participate in 
networking sessions or attend conferences, seminars or workshops (see § 5.6.4.3).  
Finding 2 
According to the quantitative data based on the broad categories of instructional 
leadership (setting direction, developing staff, monitoring and evaluation and leading 
instruction), the campus managers were perceived to have performed these 
leadership roles to a moderate extent (see § 4.3). However, the literature suggests 
that effective educational leaders perform these roles to a high extent (see, for 
example, Cotton, 2003). It was worth noting that the academic staff members with high 
levels of experience (more than 12 years), who are presumed to be more 
knowledgeable about the leadership behaviours of campus managers as they have 
observed campus managers over a longer period of time, rated the performance of 
campus managers the lowest (mean of 3.24) (see Figure 4.11). While the qualitative 
analysis did not contradict this finding, it did not support it either as the training needs 
of the six participants varied considerably. The participants did, however, provide 
explanations as to why certain instructional leadership roles were not implemented or 
implemented infrequently with a lack of time (see § 5.7.2) and a lack of skills (see 
§ 5.8.3) being cited as the primary reasons. It was significant that all the campus 
managers identified development in the area of leading instruction (instructional 
leadership) as being critical (see § 5.6.2).  
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A new code that emerged inductively during the interview process, which was linked 
to the research question but not part of the a priori codes from the conceptual 
framework, was the skills required by the participants to deal more effectively with 
stakeholders. All the participants aired some level of discomfort in relation to their 
ability to engage effectively with labour unions (see § 5.8.1). P1, P2, P4 and P6 
explicitly expressed concerns about their lack of capacity in respect of dealing with 
stakeholder engagement, especially labour unions and SRCs (see § 5.8.1).   
Finding 3 
Participants indicated that the main reason they defaulted on their instructional 
leadership roles was a lack of time (see § 5.7.2). They all expressed that they were 
inundated by administrative tasks. The amount of time spent on administrative matters 
varied between 60% and 80%, while less than 20% was spent on leading teaching 
and learning (see § 5.7.2). This finding was also supported by the survey data (see 
§ 4.5 and § 4.6). Item D7 (administrative work) obtained the lowest mean score (3.50) 
and, hence, was the behaviour practised the most often. In addition, it was clear from 
the data presented in Table 4.12 that, in relation to most items (except E5), the mean 
scores of the ideal situation were higher than the mean scores of the current situation. 
This was, however, expected as the ideal is almost always scored at a higher level by 
respondents. Item E5 was an interesting exception as it involved administrative 
matters and indicated that academic staff would prefer campus managers in the ideal 
situation to spend less time on administrative matters (see § 4.6).   
Finding 4 
The quantitative data, which measured whether the process for appointing campus 
managers was fair, had the lowest mean score of the entire study (mean of 2.17). This 
finding was corroborated by the qualitative data which indicated that all the participants 
were highly critical of the recruitment process followed to appoint campus managers 
(see § 5.7.4). It was somewhat surprising that, although the participants had all been 
appointed through the very same recruitment processes, they were fairly critical of it. 
In addition, the participants raised concerns regarding the undue influence of labour 
unions on the appointment of campus managers (see § 5.7.4).  
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Finding 5 
The DHET is expected to support the development of campus managers in TVET 
colleges, mainly through their regional offices. However, the participants complained 
about the lack of support from both the regional office and the DHET (see § 5.6.1).  
Finding 6 
Section C of the survey sought to identify which of the leadership development 
strategies, as identified in the literature review, were perceived to be important by the 
respondents, namely, mentoring and coaching, networking by campus managers, 
college in-service leadership training programmes, regional in-service leadership 
training programmes, induction programmes, workshops for campus managers, 
formal leadership qualifications after appointment, formal leadership qualifications 
before appointment, experiential development as a deputy campus manager or head 
of department and experiential development as an acting campus manager. The 
average mean score of 4.14 and median of 4.30 in Section C indicated that the majority 
of the respondents believed all the identified leadership development strategies to be 
important. Of the 10 items, seven had a mode of 5, thus indicating that these strategies 
were regarded as critically important. Induction programmes scored the highest mean 
(4.32) followed by workshops for campus managers (mean of 4.27). These results 
compared favourably to existing literature on successful leadership development 
strategies for educational leaders upon which the items were based (see § 4.4).  
Finding 7 
The quantitative phase ranked induction as the most important strategy for the 
leadership development of campus managers (see § 4.4). Likewise, in the qualitative 
phase all the participants expressed views supporting induction and regarded it as 
critical for the development of campus managers, especially for newly appointed 
campus managers (see § 5.6.5). It was noteworthy that not one of the participants, 
except P4 (see § 5.6.5), had received any formal induction after their appointment.   
Finding 8 
The importance of a formal leadership qualification before appointment as campus 
manager was highlighted by both the quantitative and qualitative data. The analysis of 
the quantitative data indicated that the respondents viewed formal qualifications before 
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appointment as important (mean of 4.02) while the qualitative study indicated that five 
of the six participants possessed formal leadership qualifications. P2, P3, P4 and P5 
were of the opinion that a formal leadership qualification should be a mandatory 
requirement for the position of a campus manager (see § 5.5.5). On the other hand, 
P6 felt that formal leadership qualifications would be more beneficial if they were 
designed specifically for the TVET sector and were not generic leadership 
qualifications (see § 5.5.5).   
Finding 9 
In the quantitative phase the respondents rated networking by campus managers, as 
a leadership development strategy, as very important (mean of 4.17). Similarly, in the 
qualitative study, P1, P2, P4 and P5 expressed positive views about communities of 
practice for campus managers with such communities of practice providing an 
opportunity for increased networking. For example, P4 (4:10 13261:14330) indicated 
that, during quarterly management meetings, campus managers received support, 
shared best practices amongst each other and learnt a great deal from each other.  
Finding 10 
The importance of experiential development for campus managers was emphasised 
in both the quantitative and qualitative data with the quantitative data indicating that 
experiential development was very important (mean of 4.11) as a leadership 
development strategy (see Table 4.9). In the qualitative study the views of P1, P4, P5 
and P6 regarding their experience in middle management were similar. All four 
participants emphasised the important role that their experience as educational 
specialists and heads of division had played in preparing them for their role as campus 
managers (see § 5.4.2.2). However, for few of the participants, there had been a 
realisation that transitioning to a campus manager’s role meant unlearning old 
professional behaviours, often related to issues of control, that had served them well 
in their progress from classroom teaching to middle management in favour of learning 
the new and more distributive behaviours required of campus management (see 
§ 5.7.3).  
In the quantitative survey, items 10.1, 10.2 and 10.3 had asked respondents to rank 
the 10 leadership strategies from the first most important to the third most important. 
The three most important leadership strategies, respectively, were induction, 
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workshops and experiential development (see § 4.4). In a similar vein, P3 introduced 
the concept of an apprenticeship for campus managers, arguing that “a prospective 
campus manager should serve an apprenticeship under a competent campus manager 
before being formally appointed” (see § 5.4.2.3). 
Finding 11 
The perception of the academic staff was that campus managers did not engage 
frequently in developing the instructional capacity of lecturers (see § 4.5). This does 
not compare favourably with global practice. In addition, the participants felt that 
campus managers lacked the skills needed to adequately diagnose the developmental 
needs of lecturers (see § 5.8.2).   
Finding 12 
Contrary to the finding by Armstrong (2014) that becoming a campus manager was 
less attractive due to the vast differential between the salaries of similar posts in the 
private sector, most of the participants had not been unduly influenced by the salary 
of a campus manager. Instead, they had been drawn to the post due to their passion 
for education and their ambition to improve the lives of their communities (see 
§ 5.4.1.1). However, P3 (see § 5.7.4) did suggests that, in order to attract and retain 
highly skilled campus managers, the salaries of campus managers should be market 
related and compare favourably to similar leadership positions in the private sector.  
Finding 13 
Another significant finding was that training initiatives for campus managers should, to 
a greater extent, be linked to their individual needs. These views were shared by all 
six participants (see § 5.5.7). The participants argued that, as campus managers 
worked in different contexts, had unique experiences and were at different stages of 
their careers, the training must take these circumstances into account. The findings in 
the literature support this view and reveal that there is no common model for leadership 
development that will suit all educational institutions (see § 5.5.7).  
Finding 14 
There was widespread consensus that, in order for TVET colleges to realise their 
mandate of providing high quality vocational education that is relevant to the needs of 
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the labour market, it is essential that the DHET provide funding for a nationally driven 
leadership development programme (see § 2.12). All the participants, except P4, had 
self-funded their leadership qualifications. The lack of funding was flagged as a 
possible barrier to leadership development for campus managers (see § 5.7.1).   
Finding 15 
In Section B, item B20 (provides written feedback on lesson observations), which 
measured the campus manager’s focus on teaching and learning, had the lowest 
mean score of 3.3 which was corroborated by the campus managers during the 
interviews. The qualitative data found that all the participants, except P2, felt that they 
did not provide adequate feedback after supervision (see § 5.8.3). P3, P4 and P5 
suggested that a lack of skills and capacity to handle this important task was a 
significant reason why they did not always provide sufficient feedback while P6 linked 
it to ineffective time management (see § 5.8.3). 
As a result of the findings from both the literature review and the empirical research, 
the following recommendations are made in respect of the way in which the leadership 
development of campus managers may be improved to ultimately improve student 
achievement at TVET colleges.  
 
6.5 RECOMMENDATIONS 
RECOMMENDATION 1 
Arguably, the most important recommendation of this study is the development and 
implementation of a national leadership framework for TVET campus managers. At 
the time of the study a leadership framework for TVET campus managers in South 
Africa had not yet been developed. It is, therefore, recommended that the DHET 
should develop a national leadership framework to provide direction and enhance the 
coordination of all leadership development activities. Leadership development should 
not be left to chance or to individual campus managers but should, instead, be part of 
a coordinated, concerted and planned effort on the part of the DHET to ensure that 
national imperatives are not compromised (see § 5.8.3).   
The leadership framework should provide guidelines which would enable the DHET, 
training institutions, professional bodies, colleges and individuals to set performance 
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standards and map out leadership development strategies. For example, the 
framework should outline the details in relation to the implementation of preservice 
development, induction, and continuous professional development. This could help 
address the limited leadership development taking place at the time of the study (see 
Finding 1).  
Furthermore, developing leadership frameworks with professional standards for 
campus managers would be an astute management strategy to improve the 
accountability for student achievement (see § 2.9.2.1). The content of the leadership 
framework should be based on the latest research and evidence about what campus 
managers need to know, do and understand in order to improve both student 
achievement and the efficiency of the institution (see § 2.9.2.1). Leadership 
frameworks in China are credited with improving the educational outputs in training 
institutions as they have streamlined the roles and responsibilities of educational 
leaders and provided a common framework against which these leaders are 
developed and evaluated (see § 2.9.2.1).  
P5 (5:9 12072:13661) highlighted the inconsistencies that affect the performance 
appraisal of campus managers. In light of this challenge, leadership frameworks would 
be highly beneficial as they could provide a reference for the consistent appraisal of 
campus managers. In an effort to make the performance management process more 
efficient and reliable, leadership frameworks should be used to standardise the 
performance management criteria for campus managers (see § 2.1.1).  
During various stages of the interview process all the participants acknowledged that 
the recruitment process needed to be revised (see, for example, the response of P4 
in § 5.7.4). The researcher argues that, based on existing literature, the findings from 
this study and his experience, that a leadership framework could provide explicit 
guidelines to enhance the recruitment process. In addition, the researcher 
recommends that the leadership framework should also include a set of professional 
standards which explicitly spell out the expectations of campus managers. The 
numerous advantages of professional standards for campus managers were 
discussed in § 2.9.2.1. Development of professional standards for intuitional leaders 
are becoming a global trend with the UAE citing such standards as one of the main 
reasons for the improved student performance in the country (see § 2.9.2.1).    
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RECOMMENDATION 2 
Finding 1 indicated that the leadership development for campus managers was 
severely limited, uncoordinated, of poor quality and did not add much value. Thus, the 
DHET will have to make greater investments in the professional development of 
campus managers due to the pivotal role they play in enhancing student academic 
performance. Accordingly, the suggestion by Chapman et al. (2007) to establish a 
national institute as an effective way in which to enhance the coordination, structure, 
quality and funding of leadership development programmes for TVET managers 
should be explored by the DHET. In fact, the White Paper for PSET mandated the 
formation of the South African Institute for Vocational and Continuing Education and 
Training (SAIVCET) (RSA, 2013). However, at the time of the study the SAIVCET was 
not yet operational and the role of the institute regarding campus managers was not 
known.  
The terms of reference of the functioning of the national institute should be included in 
the national leadership development framework. The national institute could use the 
professional standards contained in the leadership framework as guidelines to shape 
the content of formal leadership qualifications offered by universities. A national 
institute for the development of educational leaders is an initiative that is widely 
practised internationally (see § 2.9.2.4). In some countries the national institute 
develops and delivers the formal leadership qualifications that are mandatory for 
appointment of educational leaders such as principals and campus managers.  
In order to get rid of incompetent campus managers, the researcher supports and 
recommends the notion of licensure for campus managers. Licensure should be linked 
to the professional standards contained in the leadership development framework in 
with campus managers being expected to meet certain criteria, including participation 
in ongoing professional development, in order to be licensed or have their licences 
renewed (see § 2.9.2.3). Currently campus managers are initially placed on a 12 
month probation period before they are appointed permanently. However, the 
researcher is not aware of any campus manager, even those with poor performance 
records, who was not appointed permanently.  
One of the unique advantages of licensure is that it ensures that both entry-level and 
experienced campus managers continually demonstrate their ability to improve 
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instruction and student learning. The researcher argues that the national institute 
would be well positioned to carry out licensure for campus managers in order to ensure 
that minimum standards of performance are maintained by all campus managers.  
RECOMMENDATION 3 
The researcher posits that, in South Africa, where preservice or formal leadership 
qualifications are not mandatory for appointment, the role of induction becomes even 
more important in the leadership preparation of newly appointed campus managers. 
There is now increasing recognition that the leadership development of campus 
managers is an ongoing process with induction being a critical component of the 
process (see § 2.9.2.3).  
Finding 7, which was supported by both the quantitative and the qualitative data, 
indicated that induction was regarded as the most important strategy for the leadership 
development of campus managers. For TVET colleges in South Africa, the induction 
of campus managers, although supported by the DHET, is not mandatory but is, 
instead, left to the discretion of individual colleges. Consequently, the induction of 
campus managers is not a common practice on TVET campuses as was reflected by 
the qualitative finding that not one of the participants, except P4 (see § 5.6.5), had 
undergone any induction after they had been appointed.  
In view of the fact that the proposed model is underpinned by the national framework 
for leadership development, it is essential that the framework provide guidelines for 
the induction of newly appointed campus managers. In other words, the leadership 
development framework should prescribe how the induction programme should be 
implemented, monitored and evaluated by the DHET. It is to be hoped that this may 
also improve the implementation of induction programmes. It is advisable that the 
induction programme be supplemented by mentoring and coaching which are 
significant developmental strategies which prepare, guide and support campus 
managers to develop their leadership skills, thus accelerating campus transformation 
(see § 2.9.1.4). In the quantitative analysis, mentoring and coaching, with a mean 
score of 4.1, was rated as being very important as a development strategy by the 
respondents. The job-embedded nature of mentoring and coaching which deals 
directly with the specific needs of the individuals involved renders it extremely 
effective. The researcher argues that, since all colleges in the Mpumalanga province 
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include a minimum of five campuses, it should be relatively easy to appoint a 
successful, experienced campus manager to mentor and coach a newly appointed 
campus manager. In addition, the researcher, due to his vast experience in the TVET 
sector, views the costs related to mentoring and coaching to supplement the induction 
programme, as being relatively modest and, hence, very affordable for the TVET 
colleges where budgets are available for staff development.  
RECOMMENDATION 4 
Finding 2 indicated that, in order to cope with the growing demands and challenges of 
leadership, campus managers require relevant knowledge, leadership skills and 
competencies to enable them to run successful institutions. Accordingly, the 
researcher recommends the introduction of mandatory preservice development 
programmes which are aimed at building the knowledge, skills and competencies of 
aspirant campus managers before appointment. An integral component of preservice 
development is the acquisition of a formal leadership qualification before appointment 
as a campus manager. This has the potential to standardise the development of 
aspiring leaders by providing a structure for professional learning which signposts the 
competencies, understanding, knowledge, and skills that these leaders require to 
become effective instructional leaders (see § 2.9.2.2).  
Finding 8, which was supported by both the quantitative and qualitative data, 
suggested that a formal leadership qualification should be a mandatory requirement 
for appointment to the post of a campus manager. Accordingly, the researcher strongly 
recommends that the DHET, through the introduction of a national institute for 
leadership development for campus managers, develop a leadership qualification 
specifically for the TVET sector, in partnership with a university, and make this 
qualification a pre-requisite for recruitment purposes (see § 2.9.2.4). This leadership 
qualification should include a significant component dedicated to instructional 
leadership. In order to yield optimum results, the leadership qualification must ensure 
the effective integration of theory and practice (see § 2.9.2).  
Student protests in TVET colleges in South Africa are a common occurrence and 
invariably disrupt the teaching and learning process (see response of P6 in § 5.6.1). 
Hence, it is essential that campus managers possess the requisite skills to deal with 
protest action and resolve it speedily. The researcher has experienced how the time 
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lost due to protest action invariably impacts negatively on student performance. 
Consequently, in order to compensate for this contextual factor, the researcher 
suggests that the mandatory formal leadership qualification should include a module 
on stakeholder management. 
RECOMMENDATION 5 
The core business of TVET colleges is teaching and learning and, consequently, the 
main responsibility of the campus manager is to ensure that most leadership activities 
support teaching and learning. It is, therefore, imperative that campus managers are 
knowledgeable about how to provide leadership on curriculum matters if the colleges 
are expected to excel at their primary business of teaching and learning. At the time 
of the study the academic performance of TVET colleges was extremely poor, with 
national average certification rates of below 50% (see § 1.2).  
The quantitative data suggested that campus managers performed instructional 
leadership behaviours to a moderate extent (see § 4.3). This indicated that there is a 
need for the instructional leadership development of campus managers especially as 
successful managers practise these instructional leadership roles to a large extent. 
The qualitative data supported this quantitative finding, although with greater 
emphasis, as all the campus managers identified development in the area of leading 
instruction (instructional leadership) as critical (5.6.2).    
It emerged from both the quantitative and qualitative data of the study that the primary 
reason provided by leaders for defaulting on their instructional leadership roles is a 
lack of time (see Finding 3). The explanation provided by the participants for defaulting 
on their instructional leadership role was the disproportionate amount of time they 
spent on administrative tasks. Consequently, the leadership development programme 
must equip campus managers be able to use their time more effectively.  
As alluded to by P5 (5:7 9586:10883), time management is inextricably linked to 
delegation skills. As the art of delegation is not a simple one, campus managers must 
be trained to be able to delegate effectively because, when campus managers allow 
themselves to burdened with vast amounts of paper work, which could be delegated, 
there is less time available for the important matter of instructional leadership. Thus, 
the leadership training should assist campus managers to find a balance between their 
administrative role and their instructional leadership function. 
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RECOMMENDATION 6 
The researcher has experienced cases where effective leadership development 
programmes have had little impact on certain poorly performing campus managers as 
the managers appointed were simply unsuitable for the role. Finding 4, supported by 
both the quantitative and qualitative data, suggested that the recruitment processes at 
the time of the study were inadequate. Hence, the researcher recommends that the 
recruitment process for campus managers be strengthened in the following ways: 
 Leadership qualifications should be made mandatory for recruitment purposes.  
 Selection panel members must be trained as such training will empower them to 
appoint suitable candidates. Trained selection panel members will also be able to 
control any undue influence from labour unions.  
 As suggested by P4 (4:14 16878:18353), to eliminate the smooth talkers during the 
interview process, a competency test to check the candidate’s cognitive ability and 
leadership skills should be administered and used in the overall assessment of the 
candidate.  
 A track record reference check on the candidates must be performed and the track 
record rated. The selection panel must ascertain the levels of student success 
attained by the candidate in previous management roles with only candidates with 
a proven track-record of high levels of student success being considered for 
appointment.  
 
RECOMMENDATION 7 
The DHET should introduce and coordinate communities of practice activities for 
campus managers. The leadership development framework should provide guidelines 
on the frequency and expectations of such meetings. An example of the frequency of 
communities of practice meetings at college, regional and national levels is presented 
in Table 6.1. 
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Table 6.1 Communities of practice programme for campus managers 
Level Frequency Attendees 
College Monthly Campus managers from a specific college meet 
Regional Quarterly Campus managers from a specific region meet 
National Biannual Campus managers from the entire country meet 
 
One of the main benefits of a community of practice for campus managers is that it 
provides an invaluable resource with the collective wisdom and experience of a cohort 
of campus managers being shared with a common purpose of wanting to learn more 
about their practice for the purpose of improving student achievement. Communities 
of practice also provide campus managers with an opportunity to network with each 
other. Networking of campus managers in communities of practice or professional 
learning communities was rated as important according to both the quantitative and 
the qualitative findings (see Finding 9). The researcher argues that it is vitally important 
for the DHET to also participate in the campus managers’ communities of practice 
meetings as these sessions provide an opportunity for the DHET to identify high 
performing campus managers who may then be utilised as mentors for newly 
appointed campus managers and as coaches for campus managers who require 
additional support.   
RECOMMENDATION 8 
The concern about the lack of staff wellness programmes for campus managers raised 
by P1 (1:5; 2372:3862), although not highlighted in the literature review, is of specific 
importance in the South African context. The trauma caused by student and staff 
protests takes its toll on campus managers and causes significant emotional stress 
(1:5 2372:3862). The researcher recommends the introduction of a staff wellness unit 
in the regional office which could play a significant role in coordinating staff wellness 
programmes to provide counselling and psychological services for campus managers.   
The eight recommendations provided a platform for the development of a model for 
leadership development of campus managers which is discussed next. 
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6.6 MODEL OF LEADERSHIP DEVELOPMENT  
One of the objectives of this study was to design a model to guide the leadership 
development of campus managers. Effective leadership is essential for successful 
student achievement at all educational institutions, including TVET colleges (see 
§ 1.11). Hence, a systemic model to develop and improve the leadership skills of TVET 
college campus managers is deemed imperative as effective leadership is a powerful 
means of driving improvements in the overall quality of the TVET system (see § 1.3). 
Consequently, based on the data from Phase 1, Phase 2 and the literature review, the 
researcher proposes a model for leadership development for campus managers in 
Mpumalanga province, South Africa (see Figure 6.1).   
 
The model provides a visual representation of the various critical aspects necessary 
for the development of TVET managers – including current as well as aspiring campus 
managers. The model is unique and is linked to the contextual factors that campus 
managers in Mpumalanga province, South Africa encounter. The model is also shaped 
by the experiences of the researcher who was the chief executive officer of a highly 
successful TVET college in Mpumalanga province, with six campuses and more than 
12 000 students, for more than a decade.  
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FIGURE 6.1 Leadership development model for campus managers 
 
The model is underpinned by a national framework for the leadership development of 
campus managers and is based on ten strategies, namely, induction, identification of 
training needs, mentoring and coaching, communities of practice, networking, staff 
wellness, experiential development, licensure, national Institute and leadership 
qualification. Since recruitment was emphasised by all participants as an area that 
required improvement and leadership recruitment and leadership development are 
inextricably intertwined (see Finding 4), recruitment was added to the model as a 
further strategy. While each of the strategies presented in the model is important, the 
details of implementation (how, when, where, duration, will it be done through formal 
or informal development, how will it be funded, etc.) should be provided by the 
leadership development framework. 
 
Leadership 
development 
CLUSTER 1 
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Mentoring and 
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CLUSTER 2 
Experiential 
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leadership 
qualification, 
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National framework for the leadership development of campus managers 
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Leadership development of campus managers is the most effective when the various 
strategies of leadership preparation are carefully integrated (see § 2.9). While each 
strategy may be implemented independently, the strategies should be interconnected 
as they reinforce each other. Hence, the model groups the strategies into three 
interrelated clusters upon which the leadership development of campus managers 
should be based. While the grouping of the strategies was done to simplify the model, 
the researcher believes that the true value of the model lies both in each of the 
individual development strategies as well as in how they are used in combination with 
each other. 
 
Cluster 1 includes the process of recruitment, followed by induction which should be 
complemented by mentoring and coaching while, in Cluster 2, experiential 
development may be reinforced by structured networking opportunities and 
communities of practice. Cluster 3 focuses on the national institute that will be 
responsible for the identification of the training needs of campus managers and 
designing programmes to meet these needs. The institute will also be responsible for 
the design and delivery of leadership qualifications for campus managers. The institute 
could also coordinate the process of licensure. In addition, the clusters are also 
interrelated. For example, high achieving campus managers identified in communities 
of practice (Cluster 2) may be selected to provide mentoring and coaching (Cluster 1).  
 
In order to reduce the challenges associated with the introduction of a new model the 
researcher suggests that the model should be discussed with all stakeholders before 
being widely advocated. Emphasising the potential benefits of the new model, 
including improved student performance, should assist in reducing the anxiety which 
may arise as a result of the change. In addition, the model should be phased in 
gradually. For example, short learning programmes for practising campus managers 
could be introduced while allowing a 5 year timeframe within which to obtain the 
prescribed TVET leadership qualification. The expectations of licensure could also be 
advocated but introduced only at a later stage.  
 
The leadership development model for campus managers was developed organically 
during the study and was guided by the strategies for developing educational leaders 
highlighted in the literature review, the quantitative data from the academic staff, the 
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voices of the campus managers regarding how their leadership development could be 
strengthened and the extensive experience of the researcher in the TVET sector. In 
view of the fact that the TVET sector in South Africa is undergoing constant change, it 
is imperative that the model take into account changing developmental needs. The 
researcher views the model as both practical and workable and is of the opinion that 
the implementation of the model could make a difference in the quality and capacity 
of new and practising campus managers so that, ultimately, student performance in 
TVET colleges may be improved. 
 
It became apparent during the design of the model and the study in general that there 
was a need to further investigate a host of areas mentioned in the study in order to do 
justice to their relevance and importance as they also impact on the quality of TVET 
colleges. Four topics for further research were identified.  
 
6.7 FURTHER TOPICS FOR FUTURE RESEARCH 
 The role of regional officials in promoting the professional development of 
campus managers.  
 Behavioural changes that campus managers undergo as a result of leadership 
development interventions.  
 The impact of leadership qualifications on campus managers in South Africa.  
 The role of campus managers in a changing TVET sector. 
Finally, after presenting the summary of the study, findings, recommendations and 
areas of further research, the researcher presents the conclusion of the study in an 
attempt to establish the extent to which the research questions were answered and 
also to discuss any potential impact the study may have on the TVET sector. 
 
6.8 CONCLUSION 
One of the biggest challenges facing South Africa is the high rate of unemployment, 
especially amongst the youth which, in the last quarter of 2018, stood at 49% (see 
§ 1.2). It is abundantly clear that the TVET colleges are uniquely positioned to provide 
unemployed youth with both intermediary and higher level education and training that 
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may result directly in employment (Field et al., 2014; Leigh & Gill, 2007; Rasool & 
Mahembe, 2014). In order to enable TVET colleges to successfully accomplish this 
task they need to produce education and training that is of a high quality. However, 
the efficiency of TVET colleges in South Africa, especially in terms of student 
performance, is poor (see § 1.1). The researcher argues that the campus managers 
of TVET college campuses have a critical role to play in improving student 
performance and, in fact, they should be the catalysts of educational change on their 
campuses – change that will bring about improved student achievement. 
Consequently, this mixed methods study sought to identify the leadership 
development needs of campus managers on TVET college campuses and explored 
how the leadership development of campus managers may be strengthened to 
ultimately improve student achievement in TVET colleges in Mpumalanga province, 
South Africa.  
In order to realise this research aim, the study was designed with a two-phase 
sequential explanatory mixed methods approach. The goal was to obtain statistical 
information from all the academic staff in the 16 TVET colleges in Mpumalanga and 
then follow up with semi-structured interviews with six purposely selected campus 
managers to explore the results of the survey in greater depth and find out their views 
on how the leadership development of campus managers could be strengthened. In 
hindsight, the researcher feels that the choice of the mixed method design was a good 
one as it helped the him realise the objectives of the study in an authentic and 
comprehensive way. Although it was initially anticipated that the study would be 
quantitative dominant this was, in fact, not the case as the qualitative phase 
contributed equally to the final outcome. Despite the fact that triangulation was not 
purposefully pursued in this study, a significant level of convergence of results from 
Phase 1 with the results from Phase 2 was noted which served to enhance the 
credibility of the research findings and also enriched the study’s conclusions.  
The conceptual framework identified three constructs of leadership development, 
namely, formal development, informal development and experiential development 
strategies, which provided the structure for the entire study (see § 2.9). It emerged 
from the literature review that, after classroom instruction, leadership is regarded as 
the most important factor to influence student performance (see § 2.4). However, there 
is very little empirical data on how to develop educational leaders in vocational 
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institutions. The situation is even more dire when it comes to the campus managers 
of TVET colleges in South Africa where there is virtually no empirical data on the 
prevailing leadership capacity of college management and their leadership 
development (see § 1.11). The researcher deems this study to be significant as it 
makes a contribution to the scholarly research on leadership development in 
educational institutions with a specific focus on TVET college campuses in 
Mpumalanga province, South Africa.  
In some instances, especially regarding leadership development strategies, the 
research confirms the findings in existing literature and supports previous research 
findings. In a few instances, however, the research contradicted previous research 
findings. For example, contrary to the finding by Armstrong (2014) that becoming a 
campus manager was less attractive due to the vast differential between the salaries 
of similar posts in the private sector, the majority of the participants in Mpumalanga 
province were not unduly influenced by the salary of a campus manager. Instead, they 
had been drawn to the post as a result of their passion for education and their ambition 
to improve the lives of their communities (see § 5.4.1.1).   
In particular, the research builds on the work of Balkrishen and Mestry (2016), who 
identified the core leadership roles and practices which are applied by successful 
campus managers in TVET colleges in South Africa. Hence, this study adds to the 
existing, albeit sparse, body of evidence on the development of the leadership skills 
of campus managers and also generates new, content-rich knowledge which may be 
used to improve college effectiveness.   
The researcher is confident that the high quality of the data – especially the ‘voices’ of 
the campus managers which the literature lacks – the findings and the 
recommendations may influence policy makers and guide practitioners to strengthen 
the leadership development of campus managers with the ultimate aim of improving 
student achievement. A further factor is the potential social significance that the study 
may have in a country such as South Africa where a successful TVET sector can 
enhance employment opportunities, especially for the youth and, hence, reduce 
poverty and inequality.  
The researcher is confident that the four objectives of the study have been 
comprehensively realised. The study identified the leadership development needs of 
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campus managers, with instructional leadership at the forefront. It found that the 
leadership capacity of campus managers was perceived to be mediocre, thus pointing 
to a definite need for leadership development (see Finding 1).  This finding was not 
altogether surprising as the average academic performance of students at TVET 
colleges is generally poor (see § 1.1). However, the significance of this finding is 
enhanced due to the limited previous empirical research on the leadership capacity of 
campus managers in TVET colleges in South Africa. Despite the mediocre 
performance of campus managers, the study found that leadership development 
opportunities for campus managers was almost non-existent or, at best, severely 
limited. In those few instances where it did occur, it was uncoordinated, of poor quality 
and generic in nature, it lacked funding and did not significantly alter the leadership 
behaviour of campus managers (see Finding 1). The study also highlighted how the 
leadership development of campus managers in Mpumalanga province was lagging 
behind, in particular in relation to the developed countries. Consequently, the 
recommendations made to strengthen the leadership development process take on 
an even greater significance.  
The researcher aims to share this study with the DHET (his employer) in a humble 
effort to influence future practice and policy regarding the leadership development of 
campus managers. In order to introduce high-quality, leadership development training 
for campus managers that is nationally coordinated, the researcher strongly 
recommends that the DHET should, as a mandatory priority, develop a leadership 
development framework which will guide all the development strategies pertaining to 
campus managers. Arguably, the most important component of the framework will be 
the introduction of professional standards for campus managers which will explicitly 
indicate the expectations of campus managers in relation to successful student 
achievement. It is essential that policy makers also make funding available for the 
successful implementation of the proposed leadership development framework.  
The researcher is extremely excited about the proposed model for the leadership 
development of campus managers which was the last objective of the study. The 
model, which developed organically and is based on a blend of existing literature and 
the findings from this study, provides a visual representation of the various critical 
aspects necessary for the development of TVET managers. The model is underpinned 
by a national framework for the leadership development of campus managers and is 
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based on ten strategies, namely, induction, Identification of training needs, mentoring 
and coaching, communities of practice, networking, staff wellness, experiential 
development, licensure, national Institute, and leadership qualification. Recruitment 
was added as a further strategy due to its emphasis in both the quantitative and 
qualitative data (see Finding 4). It is important to stress that this model of a coordinated 
system of leadership development is in the embryonic phase. Indeed, the researcher 
acknowledges that it is largely hypothetical and has not been tried and tested. Further 
research, more evidence of results on the implementation of the model, and more 
collective thoughts and wisdom are necessary to strengthen and optimise the potential 
of the model.  
The literature cautions that oversimplifying the impact of leadership development on 
TVET colleges, especially with all their complexities and ambiguities, may be 
misleading (see, for example, Glatter & Kydd, 2003). The researcher is acutely aware 
that leadership is not the only factor that affects student achievement as there are a 
number of other mitigating factors which play a role. In addition, the leadership 
development of campus managers is neither a quick fix nor a ‘one-size-fits-all’ option. 
Instead, it should be regarded as an ongoing process comprising various stages and 
levels. In order to be successful the leadership development of campus managers 
requires an integrated approach with critical reflection that is evidence based with 
continuous feedback playing a critical role.  
The researcher is of the opinion, shaped by his observations, experience and 
reinforced by the findings of this study, that an intervention in the leadership 
development of campus managers is useful as it has the potential to make a significant 
impact on student achievement – especially in the short term and without the need for 
exorbitant resources. Thus, while the development of the leadership capabilities of 
campus managers does not necessarily imply a miraculous change in the performance 
of TVET colleges, it is a critical element in the overall mix of improvement interventions 
that may play a significant role in ensuring improved student achievement. In sum, for 
leadership development of TVET college campus managers to be effective, leadership 
development should be centralised, standardised, aligned to prescribed standards, 
closely monitored, adequately funded, mostly mandatory and quality assured by the 
DHET.   
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In addition to the numerous amendments made due to comments by the supervisor in 
order to strengthen the study, the researcher also used the 23 point checklist for 
assessing the quality of mixed methods research, developed by Flick (2009), to 
confirm that the expectations relating to a successful mixed methods study have been 
met. In short, the researcher is confident that the general aim of the study to identify 
the leadership development needs of campus managers in Mpumalanga province, 
South Africa and to explore how their leadership capacity may be developed by 
strengthening the leadership development strategies, has been comprehensively met.  
Finally, the researcher concludes with the following quotation by Tirozzi (2001, p. 439), 
whose dream the researcher shares.  
The time has come to put the campus manager’s leadership brush to the 
canvas to paint a picturesque vision of what tomorrow’s TVET colleges can 
and must be. The beauty of the finished canvas – excellence and enhanced 
employment for TVET students – will truly be a masterpiece. 
The researcher is convinced that a nationally coordinated leadership development 
system, as suggested in the study, has the potential to accelerate the realisation of this 
dream. The youth of South Africa deserve nothing less.   
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ANNEXURE A1 
 
Dear Academic staff member 
 
Effective leadership is increasingly being regarded as essential for successful student 
achievement at all educational institutions, including TVET colleges. Hence, a 
systemic model to develop and improve the leadership skills of campus managers in 
TVET colleges is imperative. The aim of this study is to identify the leadership 
development needs of campus managers in TVET colleges in Mpumalanga province, 
South Africa, and to explore how the leadership capacity of campus managers can be 
developed with the ultimate aim of improving student achievement in TVET colleges.  
 
Please complete this questionnaire which will require 20-30 minutes of your time. Bear 
in mind the following when completing the questionnaire: 
 Although permission to conduct this research has been granted by the 
Department of Higher Education and Training, the completion of the 
questionnaire is completely voluntary. 
 To ensure anonymity, do not write your name or the name of your campus on 
the questionnaire.  
 The questionnaire is made up of two parts. Part One requires biographical data 
while Part Two relates to leadership practices and how they may be developed.  
 There are no incorrect answers in the second section. We need your honest 
opinion. 
 Your first reaction to the question is most valid so work quickly and do not 
ponder too long over any particular item.  
 After completion, please return the questionnaire to the person from whom you 
received it.  
 Feedback will be provided to your college once the research is completed.  
 
Thank you for your time and co-operation.  
Yours Faithfully 
 
________________________      _______________________ 
Mr P. Balkrishen     Supervisor: Prof Raj Mestry 
082 940 4803     082 802 803 2 
ceo@gsc4u.com     rajm@uj.ac.za 
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PART ONE: PERSONAL AND GENERAL INFORMATION 
 
EXAMPLE FOR COMPLETING PART ONE 
Please answer the following questions by placing a cross (x) in the relevant block or where 
applicable by writing down your answers in the space provided.  
  
QUESTION 1: What is your gender? 
If you are female, then place a cross (x) as follows: 
 
Male  
Female X 
 
 
 
 
A1. (Optional) What is your gender? 
Male  
Female  
 
A2. (Optional) How old are you (in completed years)? 
 
A3. How many complete years of experience do you have in TVET college education? 
 
e.g. If you are 45 years old, then enter 4 5     
e.g. If you have 6½ years of experience, then enter 0 6     
297 
A4. How would you classify your campus? 
Rural Semi-rural Urban 
A5. What is your home language (choose one only)? 
Afrikaans 
English 
Ndebele 
Northern Sotho 
Sotho 
Swati 
Tswana 
Tsonga 
Venda 
Xhosa 
Zulu 
Other 
Specify Other: _________________________________ 
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A6. In which Department of the TVET college campus do you work in? 
 
Engineering 
 
Business Both Business and 
Engineering 
Other 
    
 
Specify Other: _________________________________ 
 
 
A7. What is your current position in the TVET college campus? 
 
Head of 
Division 
Senior 
lecturer 
Lecturer Support 
staff 
Other 
     
 
Specify Other: __________________________________ 
 
 
A8. What is your highest qualification completed? 
 
NQF 4 
Grade 
12 
NQF 5 
Certificate 
NQF 6 
Diploma 
NQF 7 
Bachelor 
Degree 
NQF 8 
Honours 
Degree 
NQF 9 
Masters 
Degree 
NQF 10 
Doctorate 
 
Other 
 
 
       
 
   Specify Other: __________________________________  
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  PART TWO: Leadership roles and leadership development 
 
Part two includes sections B-E. In this part of the questionnaire you are required to 
share your perceptions about various aspects of leadership and leadership 
development in your campus.  
  
Unless otherwise indicated, express your opinion on the 5-point scale as illustrated 
below:  
 
1 = to no extent 
2 = to a small extent 
3 = to a moderate extent 
4 = to a large extent 
5 = to a very large extent 
 
Only one answer per question is required. An example is provided in the box below. 
 
To what extent do you believe that the following leadership roles of the campus manager 
affect student achievement in TVET colleges in Mpumalanga? 
 
Example: The campus manager should be physically fit. If you do not believe that the 
physical fitness of the campus manager affects student achievement at all, then mark to no 
extent as shown below. 
 
 
 
 
 
 
 
 
 
T
o
 n
o
 e
x
te
n
t 
T
o
 a
 s
m
a
ll e
x
te
n
t 
T
o
 a
 m
o
d
e
ra
te
 e
x
te
n
t 
T
o
 a
 la
rg
e
 e
x
te
n
t 
T
o
 a
 v
e
ry
 la
rg
e
 e
x
te
n
t 
1 2 3 4 5 
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SECTION B:  Leadership roles practiced by campus managers 
 
 
 
 
 
No. To what extent are the following leadership roles practiced by the 
campus manager?  
 
On my campus, the campus manager … 
T
o
 n
o
 exten
t 
T
o
 a sm
all exten
t 
T
o
 a m
o
d
erate exten
t 
T
o
 a larg
e exten
t 
T
o
 a very larg
e exten
t 
 
B1. 
 
 … sets clear academic targets for lecturers 
 
1 2 3 4 5 
 
B2. 
 
 … creates high academic expectations amongst staff 
    
1 2 3 4 5 
 
B3. 
 
 … creates high academic expectations amongst students 
   
1 2 3 4 5 
 
B4. 
 
 … encourages shared decision making 
   
1 2 3 4 5 
 
B5. 
 
 … provides a good example for staff to follow  
 
1 2 3 4 5 
 
B6. 
 
 … encourages lecturers to work as a team  
   
1 2 3 4 5 
 
B7. 
 
 … diagnoses staff development needs 
 
1 2 3 4 5 
 
B8. 
 
 … leads the continuous professional development of staff 
 
1 2 3 4 5 
 
B9. 
 
 … creates a learning climate for staff 
 
1 2 3 4 5 
 
B10. 
 
 … evaluates the impact of staff development initiatives 
 
1 2 3 4 5 
 
B11. 
 
 … has an effective conflict resolution approach 
 
1 2 3 4 5 
 
B12. 
 
 … has an effective diversity management strategy 
 
1 2 3 4 5 
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SECTION B continues 
No. 
 
To what extent are the following leadership roles practiced by 
the campus manager?  
 
On my campus, the campus manager … 
T
o
 n
o
 exten
t 
T
o
 a sm
all exten
t 
T
o
 a m
o
d
erate exten
t 
T
o
 a larg
e exten
t 
T
o
 a very larg
e exten
t 
 
B13. 
 
 … leads teaching and learning improvement interventions 
 
1 2 3 4 5 
 
B14. 
 
 … provides instructional support to staff 
 
1 2 3 4 5 
 
B15. 
 
… provides resources for teaching 
 
1 2 3 4 5 
 
B16. 
 
… ensures that instructional time is protected 
 
1 2 3 4 5 
 
B17. 
 
… uses data from examination results to improve campus 
     performance 
 
1 2 3 4 5 
 
B18. 
 
… encourages the use of technology to support instruction  
 
1 2 3 4 5 
 
B19. 
 
 … holds staff accountable for their poor performance 
 
1 2 3 4 5 
 
B20. 
 
 … provides written feedback on lesson observations 
 
1 2 3 4 5 
 
B21. 
 
 … monitors student academic performance 
 
1 2 3 4 5 
 
B22. 
 
 … enforces student discipline through the code of conduct 
 
1 2 3 4 5 
 
B23. 
 
 … encourages stakeholder involvement 
 
1 2 3 4 5 
 
B24. 
  
 … supervises the effective implementation of the integrated  
      quality management system (IQMS) 
 
1 2 3 4 5 
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SECTION C: Leadership development strategies  
In your opinion, how important is it for campus managers to participate in the 
following leadership development interventions? 
N
o
t im
p
o
rtan
t 
N
o
t very im
p
o
rtan
t 
F
airly im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1.   Induction programmes 1 2 3 4 5 
2.  Workshops for campus managers 1 2 3 4 5 
3.  Networking of campus managers 1 2 3 4 5 
4.  Mentoring and coaching 1 2 3 4 5 
5.  College in-service leadership training programmes 1 2 3 4 5 
6.  Regional in-service leadership training programmes 1 2 3 4 5 
7.  Formal leadership qualifications before appointment  1 2 3 4 5 
8.  Formal leadership qualifications after appointment 1 2 3 4 5 
9.  Experiential development as a deputy campus manager or Head 
 of Department (HOD) 
 
1 2 3 4 5 
10.  Experiential development as an acting campus manager  1 2 3 4 5 
 
From the list of leadership development interventions 1 to 10 (above), rank, as 
opposed to rate, the three most effective interventions that you think will enhance the 
leadership capability of campus managers. Only write the number of your choice (e.g. 
10), in each of the three spaces provided below. 
Most effective leadership 
development intervention 
Second most effective 
leadership development 
intervention  
Third most effective 
leadership development 
intervention 
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SECTION D: Frequency of leadership practices  
This section relates to the frequency with which the campus manager participates in 
selected leadership practices. Choose one of the alternatives provided per item, 
ranging from 0-6.  
No. From my observations and knowledge, on my 
campus, the frequency with which the campus 
manager participates in the leadership activities listed 
below are as follows:   
 
 
I d
o
 n
o
t kn
o
w
 
M
o
re th
an
 o
n
ce a d
ay 
A
t least o
n
ce a d
ay 
A
t least o
n
ce a w
eek 
A
t least o
n
ce a m
o
n
th
 
A
t least o
n
ce a year 
N
ever 
D1. Lesson observations 0 1 2 3 4 5 6 
D2. Campus walkthroughs  0 1 2 3 4 5 6 
D3. Meetings on campus                           (exclude morning 
briefing meetings) 
0 1 2 3 4 5 6 
D4. Meetings away from campus 0 1 2 3 4 5 6 
D5. Teaching students 0 1 2 3 4 5 6 
D6. Developing instructional capacity of lecturers 0 1 2 3 4 5 6 
D7. Administrative work 0 1 2 3 4 5 6 
D8. Mentoring middle managers (Education Specialists 
and HODs) 
0 1 2 3 4 5 6 
D9. Personal leadership development  0 1 2 3 4 5 6 
D10. Recruitment of staff 0 1 2 3 4 5 6 
D11. Managing SRC challenges 0 1 2 3 4 5 6 
D12. Motivating students  0 1 2 3 4 5 6 
D13. Motivating staff 0 1 2 3 4 5 6 
D14. Monitoring students’ work 0 1 2 3 4 5 6 
D15. Monitoring lecturers’ records 0 1 2 3 4 5 6 
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SECTION E: Leadership development of campus managers 
This section of the questionnaire has been designed to help you think about campus 
leadership and leadership development on your campus as practised currently and as 
you would like it to be in the future. Please complete this part of the questionnaire by 
circling two numbers per leadership item. First, to the left of the item, mark the 
number that best reflects your view of the current situation on your campus. 
Second, to the right of the item, mark the number that best reflects how 
important you think this aspect is to improve the effectiveness of the campus 
manager in the ideal situation.  
For example, for the aspect Campus managers should have a PhD qualification, if 
you think that a PhD qualification is not important in the current situation then mark 1 
(strongly disagree) and if you think this aspect is important in the ideal situation, then 
mark 4 as illustrated below. 
Current situation 
Kindly indicate to what extent you agree with the 
following leadership aspects of campus managers as 
they relate to the current situation on your campus 
and their level of importance in the ideal situation. 
Ideal situation 
S
tro
n
g
ly d
isag
ree 
d
isag
ree to
 a sm
all exten
t 
N
eith
er ag
ree n
o
r d
isag
ree 
A
g
ree to
 a sm
all exten
t 
S
tro
n
g
ly ag
ree 
N
o
t im
p
o
rtan
t 
N
o
t very im
p
o
rtan
t 
M
o
d
erately im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1 2 3 4 5 E1 Campus managers should have a PhD 
qualification 
1 2 3 4 5 
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Current situation 
Kindly indicate to what extent you agree with the 
following leadership aspects of campus managers as 
they relate to the current situation on your campus 
and their level of importance in the ideal situation. 
Ideal situation 
S
tro
n
g
ly d
isag
ree 
d
isag
ree to
 a sm
all 
exten
t
N
eith
er ag
ree n
o
r 
d
isag
ree
A
g
ree to
 a sm
all exten
t 
S
tro
n
g
ly ag
ree 
N
o
t im
p
o
rtan
t 
N
o
t very im
p
o
rtan
t 
F
airly im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1 2 3 4 5 E1. Campus managers’ salaries compare well 
with similar levels in the private sector 
1 2 3 4 5 
1 2 3 4 5 E2. The campus manager works collaboratively 
with other campus managers in the college 
1 2 3 4 5 
1 2 3 4 5 E3. The campus manager is held accountable for 
student performance 
1 2 3 4 5 
1 2 3 4 5 E4. The campus manager spends the majority of 
his/her time leading teaching and learning 
1 2 3 4 5 
1 2 3 4 5 E5. The campus manager spends the majority of 
time involved with administrative matters 
1 2 3 4 5 
1 2 3 4 5 E6. The campus manager plays a leading role in 
the appointment of lecturers 
1 2 3 4 5 
1 2 3 4 5 E7. The campus manager receives regular 
leadership training 
1 2 3 4 5 
1 2 3 4 5 E8. The campus manager uses change 
management strategies to implement new 
ideas 
1 2 3 4 5 
1 2 3 4 5 E9. The campus manager is regularly supervised 1 2 3 4 5 
1 2 3 4 5 E10. The recruitment process for appointing 
campus managers is fair 
1 2 3 4 5 
1 2 3 4 5 E11. Many lecturers aspire to become campus 
managers 
1 2 3 4 5 
THANK YOU FOR YOUR PARTICIPATION 
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ANNEXURE A2 
Dear Campus manager 
Effective leadership is increasingly being regarded as essential for successful student 
achievement at all educational institutions, including TVET colleges. Hence, a 
systemic model to develop and improve the leadership skills of campus managers in 
TVET colleges is imperative. The aim of this study is to identify the leadership 
development needs of campus managers in TVET colleges in Mpumalanga province, 
South Africa, and to explore how the leadership capacity of campus managers can be 
developed with the ultimate aim of improving student achievement in TVET colleges.  
Please complete this questionnaire which will require 20-30 minutes of your time. Bear 
in mind the following when completing the questionnaire: 
 Although permission to conduct this research has been granted by the
Department of Higher Education and Training, the completion of the
questionnaire is completely voluntary.
 To ensure anonymity, do not write your name or the name of your campus on
the questionnaire.
 The questionnaire is made up of two parts. Part One requires biographical data
while Part Two relates to leadership practices and how they may be developed.
 There are no incorrect answers in the second section. We need your honest
opinion.
 Your first reaction to the question is most valid so work quickly and do not
ponder too long over any particular item.
 Please answer all questions.
 After completion, please return the questionnaire to the person from whom you
received it.
 Feedback will be provided to your college once the research is completed.
Thank you for your time and co-operation. 
Yours Faithfully 
________________________ _______________________ 
Mr P. Balkrishen Supervisor: Prof Raj Mestry 
082 940 4803 082 802 803 2 
ceo@gsc4u.com rajm@uj.ac.za 
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PART ONE: PERSONAL AND GENERAL INFORMATION 
 
EXAMPLE FOR COMPLETING PART ONE 
Please answer the following questions by placing a cross (x) in the relevant block or where 
applicable by writing down your answers in the space provided.  
  
QUESTION 1: What is your gender? 
If you are female, then place a cross (x) as follows: 
 
Male  
Female X 
 
 
 
SECTION A 
A1. What is your gender? 
Male  
Female  
 
A2. How old are you (in completed years)? 
 
A3. How many complete years of experience do you have in TVET college education? 
 
 
e.g. If you are 45 years old, then enter 4 5     
e.g. If you have 6½ years of experience, then enter 0 6     
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A4. How would you classify your campus? 
Rural Semi-rural Urban 
A5. What is your home language (choose one only)? 
Afrikaans 
English 
Ndebele 
Northern Sotho 
Sotho 
Swati 
Tswana 
Tsonga 
Venda 
Xhosa 
Zulu 
Other 
Specify Other: _________________________________ 
309 
A6. What programmes are offered by your campus? 
Engineering Business Both Engineering 
and Business 
Other 
Specify Other: _________________________________ 
A.7 Where applicable, indicate how many completed years you spent in the following
academic positions: 
Academic Position Number of years 
Lecturer or teacher 
Education Specialist (ES) or senior 
lecturer 
Head of Department (HOD) or Deputy 
campus manager 
Acting campus manager 
Other 
Specify Other: _________________________________ 
A8. What is your highest qualification completed? 
NQF 4 
Grade 
12 
NQF 5 
Certificate 
NQF 6 
Diploma 
NQF 7 
Bachelor 
Degree 
NQF 8 
Honours 
Degree 
NQF 9 
Masters 
Degree 
NQF 10 
Doctorate 
Other 
 Specify Other: __________________________________ 
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PART TWO: Leadership roles and leadership development 
Part two includes sections B-E. In this part of the questionnaire you are required to 
share your perceptions about various aspects of leadership and leadership 
development in your campus. 
Unless otherwise indicated, express your opinion on the 5-point scale as illustrated 
below:  
1 = to no extent 
2 = to a small extent 
3 = to a moderate extent 
4 = to a large extent 
5 = to a very large extent 
Only one answer per question is required. An example is provided in the box below. 
To what extent do you believe that the following leadership roles of the campus manager 
affect student achievement in TVET colleges in Mpumalanga? 
Example: The campus manager should be physically fit. If you do not believe that the 
physical fitness of the campus manager affects student achievement at all, then mark to no 
extent as shown below. 
T
o
 n
o
 e
x
te
n
t 
T
o
 a
 s
m
a
ll e
x
te
n
t 
T
o
 a
 m
o
d
e
ra
te
 e
x
te
n
t 
T
o
 a
 la
rg
e
 e
x
te
n
t 
T
o
 a
 v
e
ry
 la
rg
e
 e
x
te
n
t 
1 2 3 4 5 
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SECTION B:  Leadership roles practiced by campus managers 
No. To what extent are the following leadership roles practiced by you 
as the campus manager?  
As the campus manager, I … 
T
o
 n
o
 exten
t 
T
o
 a sm
all exten
t 
T
o
 a m
o
d
erate exten
t 
T
o
 a larg
e exten
t 
T
o
 a very larg
e exten
t 
B1  … set clear academic targets for lecturers 1 2 3 4 5 
B2  … create high academic expectations amongst staff 1 2 3 4 5 
B3  … create high academic expectations amongst students 1 2 3 4 5 
B4  … encourage shared decision making 1 2 3 4 5 
B5  … provide a good example for staff to follow 1 2 3 4 5 
B6  … encourage lecturers to work as a team 1 2 3 4 5 
B7  … diagnose staff development needs 1 2 3 4 5 
B8  … lead the continuous professional development of staff 1 2 3 4 5 
B9  … create a learning climate for staff 1 2 3 4 5 
B10  … evaluate the impact of staff development initiatives 1 2 3 4 5 
B11  … have an effective conflict resolution approach 1 2 3 4 5 
B12  … have an effective diversity management strategy 1 2 3 4 5 
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SECTION B continues 
No. To what extent are the following leadership roles practiced by 
you as the campus manager? 
As the campus manager, I … 
T
o
 n
o
 exten
t 
T
o
 a sm
all exten
t 
T
o
 a m
o
d
erate exten
t 
T
o
 a larg
e exten
t 
T
o
 a very larg
e exten
t 
B13  … lead teaching and learning improvement interventions 1 2 3 4 5 
B14  … provide instructional support to staff 1 2 3 4 5 
B15 … provide resources for teaching 1 2 3 4 5 
B16 … ensure that instructional time is protected 1 2 3 4 5 
B17 … use data from examination results to improve campus 
     performance 
1 2 3 4 5 
B18 … encourage the use of technology to support instruction 1 2 3 4 5 
B19  … hold staff accountable for their poor performance 1 2 3 4 5 
B20  … provide written feedback on lesson observations 1 2 3 4 5 
B21  … monitor student academic performance 1 2 3 4 5 
B22  … enforce student discipline through a code of conduct 1 2 3 4 5 
B23  … encourage stakeholder involvement 1 2 3 4 5 
B24  … supervise the effective implementation of the integrated 
      quality management system (IQMS) 
1 2 3 4 5 
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SECTION C: Leadership development strategies 
In your opinion, how important is it for campus managers to participate in the 
following leadership development interventions?  
N
o
t im
p
o
rtan
t 
N
o
t very im
p
o
rtan
t 
F
airly im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1  Induction programmes 1 2 3 4 5 
2  Workshops for campus managers 1 2 3 4 5 
3  Networking of campus managers 1 2 3 4 5 
4  Mentoring and coaching 1 2 3 4 5 
5  College in-service leadership training programmes 1 2 3 4 5 
6  Regional in-service leadership training programmes 1 2 3 4 5 
7  Formal leadership qualifications before appointment 1 2 3 4 5 
8  Formal leadership qualifications after appointment 1 2 3 4 5 
9  Experiential development as a deputy campus manager or Head 
 of Department (HOD) 
1 2 3 4 5 
10  Experiential development as an acting campus manager 1 2 3 4 5 
From the list of leadership development interventions 1 to 10 (above), rank, as 
opposed to rate, the three most effective interventions that you think will enhance the 
leadership capability of campus managers. Only write the number of your choice (e.g. 
10), in each of the three spaces provided below. 
Most effective leadership 
development intervention 
Second most effective 
leadership development 
intervention  
Third most effective 
leadership development 
intervention 
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SECTION D: Frequency of leadership practices 
This section relates to the frequency with which the campus manager participates in 
selected leadership practices. Choose one of the alternatives provided per item, 
ranging from 1-6.  
No. The frequency with which I perform the leadership 
activities listed below are as follows:   
M
o
re th
an
 o
n
ce a d
ay 
A
t least o
n
ce a d
ay 
A
t least o
n
ce a w
eek 
A
t least o
n
ce a m
o
n
th
 
A
t least o
n
ce a year 
N
ever 
D1 Lesson observations 1 2 3 4 5 6 
D2 Campus walkthroughs 1 2 3 4 5 6 
D3 Meetings on campus   (exclude morning 
briefing meetings) 
1 2 3 4 5 6 
D4 Meetings away from campus 1 2 3 4 5 6 
D5 Teaching students 1 2 3 4 5 6 
D6 Developing instructional capacity of lecturers 1 2 3 4 5 6 
D7 Administrative work 1 2 3 4 5 6 
D8 Mentoring middle managers (Education Specialists 
and HODs) 
1 2 3 4 5 6 
D9 Personal leadership development 1 2 3 4 5 6 
D10 Recruitment of staff 1 2 3 4 5 6 
D11 Managing SRC challenges 1 2 3 4 5 6 
D12 Motivating students 1 2 3 4 5 6 
D13 Motivating staff 1 2 3 4 5 6 
D14 Monitoring students’ work 1 2 3 4 5 6 
D15 Monitoring lecturers’ records 1 2 3 4 5 6 
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SECTION E: Leadership development of campus managers 
This section of the questionnaire has been designed to help you think about campus 
leadership and leadership development on your campus as practised currently and as 
you would like it to be in the future. Please complete this part of the questionnaire by 
circling two numbers per leadership item. First, to the left of the item, mark the 
number that best reflects your view of the current situation on your campus. 
Second, to the right of the item, mark the number that best reflects how 
important you think this aspect is to improve the effectiveness of the campus 
manager in the ideal situation.  
For example, for the aspect Campus managers should have a PhD qualification, if 
you think that a PhD qualification is not important in the current situation then mark 1 
(strongly disagree) and if you think this aspect is important in the ideal situation, then 
mark 4 as illustrated below.  
Current situation 
Kindly indicate to what extent you agree with the 
following leadership aspects of campus managers as 
they relate to the current situation on your campus 
and their level of importance in the ideal situation. 
Ideal situation 
S
tro
n
g
ly d
isag
ree 
D
isag
ree to
 a sm
all exten
t 
N
eith
er ag
ree n
o
r d
isag
ree 
A
g
ree to
 a sm
all exten
t 
S
tro
n
g
ly ag
ree 
N
o
t im
p
o
rtan
t 
N
o
t very im
p
o
rtan
t 
M
o
d
erately im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1 2 3 4 5 E1 Campus managers should have a PhD 
qualification 
1 2 3 4 5 
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Current situation 
Kindly indicate to what extent you agree with the 
following leadership aspects of campus managers as 
they relate to the current situation on your campus 
and their level of importance in the ideal situation. 
Ideal situation 
S
tro
n
g
ly d
isag
ree 
D
isag
ree to
 a sm
all exten
t 
N
eith
er ag
ree n
o
r d
isag
ree 
A
g
ree to
 a sm
all exten
t 
S
tro
n
g
ly ag
ree 
N
o
t im
p
o
rtan
t 
N
o
t very im
p
o
rtan
t 
F
airly im
p
o
rtan
t 
Im
p
o
rtan
t 
C
ru
cial 
1 2 3 4 5 E1 Campus managers’ salaries compare well 
with similar levels in the private sector 
1 2 3 4 5 
1 2 3 4 5 E2 I work collaboratively with other campus 
managers in the college 
1 2 3 4 5 
1 2 3 4 5 E3 I am held accountable for student 
performance 
1 2 3 4 5 
1 2 3 4 5 E4 I spend the majority of my time leading 
teaching and learning 
1 2 3 4 5 
1 2 3 4 5 E5 I spend the majority of my time involved 
with administrative matters 
1 2 3 4 5 
1 2 3 4 5 E6 I play a leading role in the appointment of 
lecturers 
1 2 3 4 5 
1 2 3 4 5 E7 I receive regular leadership training 1 2 3 4 5 
1 2 3 4 5 E8 I use change management strategies to 
implement new ideas 
1 2 3 4 5 
1 2 3 4 5 E9 I am regularly supervised 1 2 3 4 5 
1 2 3 4 5 E10 The recruitment process for appointing 
campus managers is fair 
1 2 3 4 5 
1 2 3 4 5 E11 Many lecturers aspire to become campus 
managers 
1 2 3 4 5 
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SECTION F: Campus managers’ access to leadership development 
interventions 
In the past 12 months, how many times have you participated in leadership 
development interventions for campus managers as listed below?  
0 1 2 3 
4 o
r m
o
re 
F1  Induction programmes 1 2 3 4 5 
F2  Workshops for campus managers 1 2 3 4 5 
F3  Networking of campus managers 1 2 3 4 5 
F4  Mentoring and coaching 1 2 3 4 5 
F5  College in-service leadership training programmes 1 2 3 4 5 
F6  Regional in-service leadership training programmes 1 2 3 4 5 
F7  Formal leadership qualification 1 2 3 4 5 
F8  Visits to other campuses 1 2 3 4 5 
THANK YOU FOR YOUR PARTICIPATION 
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ANNEXURE B 
INTERVIEW PROTOCOL 
1 Why did you become a campus manager? 
2 Describe your career progression until your appointment as campus manager. 
Include your experience, qualifications and promotional posts you held. 
3 What leadership training for campus managers is necessary? Explain the reasons 
for your answer. 
4 What leadership development strategies for campus managers are the most 
beneficial? Explain why these strategies are beneficial? E.g. Workshops, induction, 
formal leadership qualifications, mentorship, peer support, etc. 
5 Campus managers do not provide sufficient feedback to staff after supervision. Do 
you agree? Explain your answer. 
6 What leadership preparation did you receive before being appointed as campus 
manager? Explain your answer and include any formal leadership qualifications, 
informal training and experiential training you may have received. 
7 Campus managers spend a large proportion of their time on administrative activities 
and, consequently, do not have sufficient time to focus on teaching and learning. Do 
you agree? Explain your answer. Include how many hours a week on average 
campus managers spend on administrative tasks, teaching and learning activities, 
time spent on other issues such as bursary management, etc. 
8 Do you think that a formal leadership qualification before appointment as a campus 
manager should be made mandatory? Explain your answer. 
9 How could the Department of Higher Education and Training improve its support for 
the development of campus managers? 
10 In which type of leadership development activities do campus managers engage to 
strengthen their leadership skills? 
11 Are there any significant factors that limit your participation in campus manager 
development programmes? If yes, kindly explain your answer 
12 Campus managers do not engage with stakeholders (labour unions and business 
partners) as much as they should. Do you agree? Explain your answer. 
13 Campus managers do not adequately diagnose the staff development needs of staff. 
What is your opinion? Explain your answer.   
14 How may the recruitment process for campus managers be strengthened? Explain 
fully. 
319 
ANNEXURE C
320 
ANNEXURE D 
321 
ANNEXURE E
